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CHAPTER I 
INTRODUCTION 
How do you prepare an individual to do one of the most 
important tasks in our world today? How do you teach a teacher? 
Are teacher training institutions accomplishing this vital 
task with effioiency, or are they utterly failing? Are there 
some things which are being done well? What things are not 
being accomplished that oould be? Are there things being done 
that are actually oounterproductiv"? These are some of the 
questions that this study proposes to investigate. These are 
some of the questions that schools of education must research 
and with which school distriots employing beginning teachers 
must assist. If this study ean be of assistance to either 
or both, this writer will feel her efforts have been of great 
serviee for the citizens of tomorrow's world. 
Purpose and Objectives of the Study 
The purpose of this study is to examine a sample 
population of beginning elementary classroom. teachers 
concerning their impressions of the effectiveness of their 
education courses, especially those in methods, in preparing 
them to become successful beginning teachers. 
One of the objectives of the study is to find areas 
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of teacher preparation which appear to be effective and, also, 
areas which appear to be ineffective according to the reports 
of the teachers surveyed. A second objective is to ascertain 
those areas which have been emphasized in teacher preparation 
and those which have not been sufficiently explored. There 
are many new techniques being introduced in education today, 
and a further objective of this study is to discover which 
innovative practices are being used by both beginning teachers 
and their instructors in the methods courses which prepared 
these teachers, and, if there is a relationship between the 
two. The study also attempts to determine what sources of 
help the beginning teachers rely on most during their first 
year. Two of the more specific objectives of the study are 
to investigate both the relationship between grade level 
taught and number of teachers taking additional work in 
college and the relationship between number of teachers taking 
college courses during their first year of teaching,and their 
opinions of their effectiveness in terms of methods of 
instruction during their first year. other specific objectives 
concern the relationships between the variable ef grade level 
taught during the first year of teaching and four other 
variables--areas in which the teachers felt their methods 
training was most effective, areas in which the teachers felt 
their methods training was least effective. choice of suggested 
changes in methods courses, and sources of information selected 
as helpful in teaching. Another relationship studied was that 
2 
between selection of area in which the teacher felt most 
effectively prepared and area she enjoyed teaching the most 
during her first year of teaching. Two additional objectives 
of the study concern the relationships between socio-economic 
status of the school community and both the number of innovations 
in which the teacher and/or sehool d.istriet participated, and 
the first year teacher's opinion of her effectiveness in terms 
of her methods of instruction. The final goal of this writer 
is to present the results of this study in sueh a way that 
teacher training institutions can effectively use it as a guide 
in reviewing and revising their curriculaa and school districts 
employing beginning teachers can use it to do a more effective 
job of helping them find success in their chosen profession. 
Scope and Limitations of the Study 
The s·tudy is based on a survey of teachers who had 
started their second year of teaching in public schools from 
suburban districts surrounding the city of Chicago. It was 
taken in the fall of 1972. From the 125 districts closest 
to the city. 178 valid replies to questionnaires were 
received, representing sixty-one different school districts. 
The stipulations for respondents were that they had completed 
teaching their first year as an elementary classroom teacher 
in grades one through five and were beginning their second 
year. The responses on the four page questionnaires from these 
178 teachers form the basis for the study. Most of the questions 
J 
concerned the effectiveness of training in methods of teaching 
the four basic areas of l~"lg'Uage arts, science, math, and 
soeial studies; however, some more general questions were 
included. Some background information was also requested from 
the respondents. 
Need for the Study 
What are some of the indications that there are 
problems in the field of teacher training, and, thus a need 
for this type of research? One recently published study 
indicates that "over half of the nation's new teachers drop 
out of our school systems within two years."1 Was inadequate 
preparation part of the reason? Writers such as James Koerner 
have been most explicit in their criticism. Reading some of 
his comments such as "• •• the inferior intellectual quality 
of the Education faculty is ill!. fundamental limitation of the 
field, and will remain so~ in my judgment, for some time to 
come,"2 and "Course work in Education deserves its ill-repute. 
It is most of-ten puerile, repetitious, dull, and ambiguous--in-
contestably") leaves no doubt but that he feels there is a 
drastic need for change. A conference of fifty-six educators 
met at Northwestern University in 1964 to discuss the education 
of teachers. Many of their comments centered around what 
appears to have become the "popular whipping boy by liberal 
arts professors, by national magazines, and, alas, by many 
of us practicing educators .. 4 which is the methods courses. 
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The Northwestern conference reported, "There was general 
agreement that the quality of teaching and supervision is 
frequently poor in speeial methods courses and in 'the teaching 
.J.._. "5 prac vi cum. 'I1hey also commented• ~'. • • methods courses 
and applied subjact matter courses are frequently taught 
by universi·ty professors who have not, in fact, worlted in 
a primary or secondary school classroom for many years. ,,6 
There is no doub·t but that James Bryant Oonant feels there 
is a problem with the education of teachers when one reads 
his statement, "And now l come to a red-hot questions How 
about those terrible methods courses, which waste a student's 
time?"7 A slightly less oritioal view of the need to ehange 
the professional education of teachers comes from Howard Bosley. 
The preparation of elementary sehool teachers undoubtedly 
is one of' the most critical tasks for our society in the 
decade ahead. The elementary school teacher is coming 
to be perceived less as a kind-hearted craftsman and 
more as a skilled professional person. Indications are 
that this shift in perception is essential in light of 
the growing demands and expectations placed on the 
elementary school, and thus on the elementary school 
teachers. The challenge is to find ways to prepare 
elementary school teachers who will be ad1quate to the 
task of teaching as it is becoming to be.8 
Criticism of teacher education may be experiencing a 
renewal in this decade. Hoden:field eontributes his ideas 
on this as :followsa 
From the founding of the first normal school in the 
United States in 18J9, a continuing debate has persisted 
among educators as to the best means of educating teachers. 
But as long as these professional schools confined 
themselves to turning out teachers for the elementary 
schools, nobody paid much attention to them.9 
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At the Northwestern conference the following statement was madea 
Teacher education has been under criticism in this decade 
as medical education was in the early years of this 
century, Whereas Abraham Flexner•s report led immediately 
to the closing of twenty medical schools and the general 
elevation of the preparation of doctors. no such major 
overhaul has occurred, or is likely to occur, in teacher 
education. In the first place there is a shortage of 
teachers1 In Flexner•s day there was a superabundance of doctora,iO 
6 
Now that there is also a superabundance of teachers, is this 
statement perhaps a forecast for teacher training institutions? 
Tyson and Carroll seem to consider this a possibility. They 
write, "Those whose professional lives are dedicated to the 
preparation of teachers must accept the fact that, as social 
institutions, schools of education face the test of significance 
imposed by change and the question of whether they can surv!ve."11 
Sarason suggests that the person responsible for teacher 
education at each institution "• •• ask himself when his 
faculty last conducted an evaluation of the preserviee program 
against the criterion of subsequent teaching performance in 
terms of variables that are definitive of the actual teaching 
situation."12 Fuchs agrees and states. "The search for the 
improvement of the education of children is bound up with 
efforts to improve the quality of the teaching they receive. 
In the search for the improved quality a study of beginning 
teachers has great relevance.•1) B, othanel Smith, a leader 
in teacher education, tells us that although it has been four 
decades since "• •• the first empirical studies of teacher 
education were made. •• "14 despite all of our efforts, 
"• • • we ap~ently have no ,~enerally accopted conceptual 
syster.1, psyehol.o.r!:lca.1 or otherwise• by which either to formulate 
or to identify the skills of teachirwr.•15 Masoner feels, 
"An imperative need exists :for the devalopaent of a national 
policy for teacher educaticn."16 
There are soms who toel th.at the task etmply oannot 
be done. Among theme who feel that you only- learn to teach 
by teaching are the persona ref erred to by Wisniewski in. his 
statement• "There appears to be wid0epread agreement among 
teachers, t&acher eduoatora, and ad.ninietra.tora that moat of 
them learned the tasks associated with teaching 1n the initial 
months of their oareers."17 Filbln and Vo,!l'el ~o so far as to 
f3ltate 11 "It takes at least three years of uperienoe to make 
a teacher. ~,18 
This writer baa been employed in public $OJ\ool SY'ffteas 
for over sixtean ye.a.rs and bas observed a p:reat many beginnin,q; 
teachers attornpti.~ to meet tho challenges thrown at them. 
Tlu~re have been many tluccesGJes••there· have been too many 
failures. There seems to be ~at credibility in Rye.r1•s 
statement• •Tn~re ie a dee?) eonv!otion that we 4o a very 
orud.e job ot preparin#: and inductirus peo-ple into the teaching 
profession. I suspect Owt" progenJ will look from the 21st 
oentU!"Y at our training }'rog.rams for teachers and cluck their 
ton.<tUee in dimtlay."19 Would that they would not also be able 
to say there were none who reeoPnized tho need for research in 
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CHAPTER II 
REVIEW OF T'Hl? LITERATURE 
area of problems ot the 'beg-imiirif<: teache:r.". A few s·tudi€~S oovei 
bem1 rr:ade eoneeming thn opinion8 of students in teacher 
tt•a.inin,'\Y institutions and bee:innif\.fl;; toachers' evaluations 0£ 
methods cottt"1'es. There ls no P'•neral a,,.reement cm. the results 
of tht?ise • however. Tlun ... e nave b0en smne atud.iee of the 
rf1llationship between. how teachers ware taught and how they 
on th& etf ecti veneas of their ind.i vi dual prOf!;.r&.mS. The 
congeneus is that much research needs to be done in these 
art~ae, and 't;hat th!s ki11d of research can deteNine more 
effective curricula in the schools of education for the 
future. Some ot the comments of authorities in these fields 
as well as some of the reports of research studies will be 
reviewed in this chapter, This review will cover only raateria.1 
rn.tblished between 1962•1972, a decade of maro' changes and 
innovations in education. 
General Oonunents on the Professional 
.Sducation of T&aohers 
The p:rofesmional education of tea.chars has been 
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broadly covered in the literature. There are few areas about 
whioh the writers are in total agreement. There are some 
aspects o:f' education courses a.bout which controversy rages. 
some of the oommants which seam most pertinent will be 
reviewed in this part. The two most diverse views o:t the 
future ct teaoher educa·tion indicate that, on one hand, it 
will always be with us, and conversely that teacher education 
should not even exist. 
In view of the parade of attacks upon the pedagogical 
aspects o:f' teacher education, it is worth Pointing out 
that, wherever in the world teachers are prepared, special 
attention is given to pedagogical questions by experts. 
This will continue. The question is not whether there 
should be professional education, but how much or what 
kind makes the most sense. Fortunately there is lively 
ferment in this t!.eld.1 
The opposite view is euggestt:td by Hiekimer. "Moreover, one 
oan submit that teacher education ought to happen on the job 
t1nd that schools should., in the main,. train their own teachers. 
Just as Gimbels• top floor has a training department, aight 
not each school have a 'training division•?•2 
One ot the meat persistent arguments appears to be 
between the teachers ot protessional education courses and 
those of the rest of the college program. Oonant indicated 
this when he said, "• •• in aoae institutions the critical 
attitude of the students toward the education faculty is fed 
by the devastating e01111tents they hear from certain academic 
protesaors.•3 One of the reasons given tor emphasis on wbat 
Conant •alls the academic courses is that teachers must know the 
11 
subjects they teach and must be thoroughly edueated individuals. 
Cogan tells us, "Today almost everyone agrees on the necessity 
for scholarly breadth and depth in the education of teachers. 
Scholarship is 'in.' This near-consensus is one 0£ the 
principal orthodoxies of contemporary thought in education."4 
Cogan has even greater expectationsr 
• • • the teacher will develop into an &\ltenomous and 
continuing learner in his subject field. He is called on 
to gain the competencies needed to continue learning on 
his own, and to learn to :ans to continue. In brief 1 
he should gain not only 1ti11 in lea.ming but ~ .!! 
lea;rning--and be able to communicate both of t'liiitti to his 
students • .5 
First, although we agree with those who feel that the 
teacher's kl1owledge and grasp of subject matter in the 
sciences and liberal arts have net been adttquate, we feel 
that it would be a mistake to assume that rectifying 
this inadequacy insures that all children will be more 
effectively taught.6 
Myers takes a definite stand by reportingc "There is little 
or no evidence in the research presented herein or the findings 
of this progress report to support the idea that more academic 
experiences will produce a better teachar."7 The NCPETS 
Conference report of 1966 predicted, "The day approaches when 
the elementary school teacher will also be specialized in 
the subject matters he is called upon to teach."8 Perhaps 
another study such as the one Myers made would now be in order. 
Metzner tends to agree with Myers and contends that, after 
reviewing the research in this area, there ia at best a weak, 
or probably, a "non-existent relationship between teacher 
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academic attainment and pupil achievement at all levels."9 
He does cite one study which indicated that pupils above the 
class mean in intelligence quotient scores are likely to 
significantly benefit f'rom greater knowledge on the part of 
the teacher and another which observes that it is the 
"higher student who most benefits academically from interaction 
with teachers having superior subject matter eompeteney.•10 
He eoncludee, "Regardless of what criteria are used, the 
irrelevance of the amount of teacher training to teaching 
success becomes inereasingly evident the more one eonsulte 
the pertinent researoh."11 Seherwitzky brings out an 
interesting finding in her study at State University College 
at Oneonta, New York. "Senior replies u~held oritios who 
say education courses are not as interestin~ as other courses. 
not taught as wall aa other courses, and not challenging to 
the able student."12 Willis comments, "• •• the idea that 
a teacher can learn to teach by trial and error is widely 
accepted in all branches of. higher edueation exee~t professional 
eduoatlon."13 Verduin states that as the teacher attempts 
to develop concept formation, then he must have a good 
knowledge of the idea to be taught before he can begin. He 
believes, "This requires an understanding of the concepts 
that the teacher will teach and enough depth on the subject 
to enable him to show the students, not tell them, to enable 
the students themselves to build the concepts."14 Van ~il 
believes the warfare between liberal arts and professional 
1J 
education will probably be at a stalemate1 however, he explains, 
• ••• such historic splits may be muted by a new split which 
may now be on the horizon--the split between the scientific 
wine: of teacher educators, here termed the technologists, 
and the humanistic philosophical wing of teacher educators, 
here termed the social emphasizers."15 Van Til is undoubtedly 
aware that he did not have to wait until the year 2000 for 
this split to fully develop. Combs mentions factors that 
are important for both the types of courses discussed here. 
"Three current factors that make it di:f'fleult to determine 
what teachers need to know are the information explosion, 
changing social needs, and changing eonoepts of what information 
is pertinent."16 
One often mentioned criticism of professional education 
programs is the lack of theory. These critics usually :fully 
accept the need for the program, but wish to make changes in 
it to remedy this deficiency. Bush makes this clear in his 
comments. 
E-1idance accumulates that professional trainint; doee 
make a ditterenoe in .,,reparing teachers. Specific training 
on partioular nspeets of teaching can be accomplished, 
both for beginni~ and experienced teaehers, without 
destroying the artistry, individuality, and creativity 
of teacherss it can even enhanee these attributes. I 
am inclined to doubt that genuine artistry in teaching 
ean develop without a thorough underpinning of scholarly, 
scientific study and1train1ng in many of the specific aspeets of teachin~. 7 
He ~ontinues to exnound upon this idea by stating, "Furthermore, 
an examination of teacher education pro~ams finds them so 
14 
crammed with matters of immediate concern that little of a 
theoretical nature ie lneluded."18 Lemans, in his study of 
beginning teachers, in reply to the criticism of "too much 
theory" states his belief in "a shocking lack of understanding 
of the relationship between theory and practice."19 Included 
in the report of a three-year study sponsored by the American 
Association of Colleges for Teacher Education is the following 
statement concerning theoryt 
If teaching is to b• more than a craft, teachers need 
to understand the theoretical principles which explain 
what they do. For this reason. the study of teaching 
and learning theory is included as part of the professional 
studies component. However. like the study of other 
empirical theory, the study of teaching and learning 
theory requires laboratory experiences through which the 
student may conceptualize principles and interpret their 
application to practical problems. Much of what has 
been called "general methods" and "special methods" 
can therefore be tau~ht as the application of teaching 
and learning theory.GO 
Shumsky agrees and adds. "It is only a training program based 
on the fundamental concept of the integration of the theory 
and practice which can cope with the complex task of preparing 
teachers."21 Conant has maintained that, ideally, practice 
and theory should be balanced and go hand in hand, but Weiss 
views Conant as being "specially critical of theory preceding 
praetice."22 
3peoif ic Comments on Methods Courses 
The major thrust of this study was to determine the 
effectiveness of methods courses tor the beginning teacher. 
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A brief review of other t"ecent studies ot the problems of 
bei:tinnin~ teachers wa.1111 undertaken. Studies which specitically 
asked about methodB courses were culled f'rom the literature, 
Other comments, opinions, and studies conoemin~ methods 
courses were incluried and will be reviewed 1n thie chapter; 
also. It seemed to this writer that metheds courses were at 
the bott~ ot the totem pole am~ a ~eat many people involved 
in education. Try telling anyone that you are wr1tin~ a paper 
on methods courses, and you immediately receive not only a 
nep;:a.tive response. but also an extemporaneous diatribe on the 
uselessness of them. A few voioes cry out that there m1~ht 
be some reasons other than poor quality tor this response. 
Lemons reasons. 
What undoubtedly bem:tn as a since~ desire 'to improve 
teacher education through honest criticism has lleen picked 
up by the yo~ peo:ple as an excuse to prejudge. Many 
of them enter nrotessional education courees with attitudes 
like this one expressed to one 1nterv1ewer1 "ll:I knew 
they wouldn't be helpfu1 1 and they weren•t.•.i:....1 
Conant adrls, t~Perruaps some or tho attl tudes toward under-
9'.'I'aduate education courses stems from the fact that •the courses 
ara requireu.•~24 He su~~ests, It• •• any required course haa 
two strikes atra.inst it in the student's irnind. 11125 
Perhaps a description or what method.f! courses are 
as;tJun1ad to be would be bi order at this point. Betr,~rs r:ives a 
concise description of them as f'ollows1 
They are rightly concerned with methodology, but they 
also plaee major attention on the format fer teaching. 
The s·t1.Hient learns how to plan. his teachirig dest~. Ho 
16 
is required to observe experienced teachers and to a:nalyze 
what they do. Much attention is given to the motivation 
of ~tudents to l•~rn and to the means for evaluating 
their progress. An attempt is made to show the wide 
variety in the intellectual eapac1ty and environmental 
background of the students. Experience is also given 
in organizing the subject material into teachable units. 
The student is shown how to use instructional aids, such 
as models. laboratory equipment, charts, graphs. maps, 
and a variety of audiovisual device16that have been developed for use in the classrcom.2 
Stinnett reports a survey of institutions involved in 
teacher training, and their requirements. 
Among the 1,200 colleges and universities that are now 
engaging in teacher education there are, naturally, 
varied programs for the preparation of teachers. Pfluch 
of the reoent criticism of teacher education stems from 
such wide variations and :.rrom the fact that in isolated 
cases the requirement• in education courses, aa compai'd 
to academic oouraes, ha.ve been :round to be excessive. 
"'A National TEPs Oomm1ssion study of 294 institutions found 
that 'the median requirements of these Z94 institutions in 
professional courses for elementary school teaehers was 
thirty-four semester hours" with 134 requiring from thirty 
to forty hours."28 This included a median requirement of 
el~ht semester hours for methods eourses. 
What are some of the generBl. comments made concerning 
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the effectiveness of methods courses, according to the literature 
during the last ten years? A comprehensive study was conducted, 
by Gateway East Field Chapter of Phi Delta Kappa in Illinois, 
ot 62) first and second year teachers. ". • • one 11undrad 
seventy-eight had found methods courses a great help, arid 366 
thought them of little value.ft29 A Kettering Foundation report 
of a study of eighteen beginning elementary teachers in their 
fourth month of teaching states, "The teaohere had no kind 
words for the methods courses which had prepared them for their 
profession. Perhaps it would be more accurate to state that 
the methods courses received a devastating indictment.•JO The 
teachers in this study had been selected as outstanding by 
their colleges. In the Kettering Foundation study most of 
the participants felt they had not really been trained to work 
with children. 
Descriptions of methods courses to which the teachers had 
been subjected were categorized as follows• (1) The 
course is so theoretical that it has no contact with 
realitys (2) the course treats the student teacher as if 
he is a childs (J) There is too mueh busy work involved 
to allow for any real thinkingr (4) The course is mostly 
a bull sessiont (5) The course deals with generalities 
only, ignoring specifics and leaves absolutely no room for 
creativity.31--
Another report of the results of a survey of )00 beginning 
teachers states, "Interviewees generally eonde1m11ed general 
methods courses, but many considered special methods courses 
valuable, in varying degrees.•32 A more positive view was 
reported by Smith. Opinionnaires were given to seventy-eight 
elementary education majors enrolled in a methods course in 
the teaching of arithmetic. Sixty-eight said they would take 
the course even if it had not been required. Seventy-six 
avowed that methods courses were not "'snap" or 'grade point' 
courses."33 Ninety-four percent indicated that they did not 
believe they could adequately teach school without taking 
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methods courses. Ninety-one percent of the group expressed 
the opinion that these courses should be required for certifi-
cation. Interestingly enough. Weaver, in his study at the 
university of Manchester, found, "The attitudes to the 
professional element in the initial training course which the 
students hold when they leave college do change significantly 
in a negative direction after one year in schools."J4 
More specifically, what are some of the recommendations 
as well as some of the criticisms mentioned in the literature 
relating to methods courses? One of the most important 
considerations aooording to many writers is that of having 
the students get actual exposure to classroom experiences 
with children during their pre-service training. In the past 
an attempt to do this was achieved through "the development 
of campus model schools which implemented the modern theories 
and illustrated their application to the student teacher."J5 
Shumsky explains that since the pupil populations in these 
schools were highly unrepresentational, they did not represent 
the reality of a field situation and their use and value were 
proved limited. Roeder reports, however, that from 916 
responses from presidents of institutions which train teachers, 
less than one percent were attempting to "integrate reading 
theory and 'on•the-job-training' in the teaching of reading."36 
Walsh t9lls his readers that "The message is clear. We not 
only need to cultivate the desired teacher behaviors in 
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students learning to teach but we need to cultivate them in 
a setting of dynamic realism."37 Walsh postulates that if 
the pedagogical instruction setting were changed from the 
iecture hall to the actual school, the students would have an 
opportunity to interact with teachers and their pupils while 
in their methods courses. Bosley concurs and reports that 
Florida State University's recommendation is to abolish and 
replace the professional education and methods courses with 
"a variety of experienees related to classroom teaching."38 
A description of experimental elementary education programs 
at the University of Florida explains, "From the beginning 
students are also exposed to field experience in the classroom, 
first as observers and tutors, then as teacher assistants, 
and finally as teacher associates."39 One of the problems of 
this type of plan is suggested by Barnes. "In my judgment 
the most serious of the prevailing ailments are directly 
traceable to weak relationships between schools and 
universities."40 He believes, "• •• we should argue for more 
instruction in methods, not less, under a truly cooperative 
partnership between the university and the school."41 Shawver 
brings up several other points for consideration in increasing 
the time for students to observe and operate in the school 
situation rather than just on campus. 
• • • our current emphasis on enlarging the laboratory 
experiences of teachers will only be fruitful if we are just as concerned with the analysis of the experiences 
as we are in providing the experiences. We must help 
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the new teacher to be able to generalize from his experiences 
and become a 0theor~tician" even as we provide him with 
practice on skills.42 
He warns, "We must never fall into the trap of even hinting, 
by the way we develop our teacher education programs, that the 
primary way to become a good teacher is to observe a good 
teacher and copy him."43 He stresses, "If an attempt is made 
to hold onto the specialized courses, while at the same time 
utilizing more laboratory situations, the time will simply 
not be available for the type of analysis necessary."44 
Although ShaVNer believes that having students in the schools 
is necessary, he also warns, "Helpful supervision of the 
intern will not come about by public schools throwing open 
the doors to internship programs before they get the personnel. 
time, and money to do the job adequately."45 In this same 
vein, Ryan comments on the stages necessary for participation 
in the sehools. The first stage he envisions as an observation 
experience. Like all training experiences, he believes that 
it must "have specific objectives and some means of measuring 
whether or not the objectives have been met."46 La Grone 
believes, "Competencies may be demonstrated in one or all of 
the behaviors in at least three different wayss 1. problem 
solving or testing 2. simulation techniques 3. specific 
direct classroom experienees."47 Many writers state that the 
four-year bachelor's degree program simply does not provide 
enough time to complete this preparation to satisfactory levels 
of pro:f'~isi:~lonal competenee, The Mast"'r cf Arts in !eaohint?, 
PJ:togra.rns ar~ an att•pt to encompass both more trainirlg on 
camTHAS and in the schools. Stone describes this pro~ ln 
hie book, JrelJtl:J»::t?Wtb in bl\Ch!f (dg;,a:t;ita• 48 Standards 
eoverin£r, most a~1)9ets of the advanced 'Pl'<>~e in education 
are also included in the standards developed by AACTE.49 
Ryan's recommendations were alluded to previeuely in this 
,,,a par. In addl ti on to observatio11. experiencuur, which he 
SU5'.'~~ested as a first stag:e • he recormmmded •icroteaching 
exneriences as a second eta~e and a third stage o~ active 
pert!cipation whioh "sht>uld alee bi.elude group or team teaching 
by several traineee.•50 S.arason reoommends an observational 
serainar as •a required experience for students as eoon as 
they have decided on a teaching career. ".51 4 second grade 
teacher in her fourth month of teaehirv.r, comm~nts, "I recommend 
that students receive more actual i:eachin~ experience and 
observation in the classroom. furthermore, methods courses 
would be more beneficial if they were to deal more with aotWtl 
ol.a.esroom mi tuations • • , • "52 This same study repcrte that 
all a1,~hteen t&aehere interviewed "enthusiastically argued in 
favor of a direct&d classroom observation laboratory type 
course in their first year of oollege. 0 53 Mathieson proposes 
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the use of simulation elt1'9rienees • incidents found to be problems 
for bef!'iMi~ teachere, in teacher education am a way to enable 
~the students to work through tbelr meet serious probletds 
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before they become involved with children in live classrooms."54 
sarason, too. states his opinion on this when he says, 
"• •• the emphasis is on how to teach certain subjeot matter 
(reading, arithmetic, etc.), but this rarely is accompanied 
by opportunities for the student to try out the methods. 
second, where the student does have such opportunity, it is 
usually of short duration, and supervision is minimal or 
nonexistent."55 
Another criticism which is often mentioned is that of 
the quality of the instructors and their instruction in methods 
courses. Since some feel there is a relationship between how 
teachers are taught and how they will them.selves teach, this 
aspect of their professional education should certainly 
receive careful consideration. Lortie reports, " • • • teachers 
reported that their own teachers and professors were an 
important influence in teaching them how to teach. This flow 
of influence from generation to generation • • • may play an 
important part in bringing about the conservatism that many 
observers attribute to schools and to teaehers."56 Combs adds, 
• • • the successful professional sehool cannot ignore 
the student's subject-matter experiences even if it has 
no direct control over them. The subject-aatter professor 
is teaching the ~ ,!2. teach as well ae ~ to teach, 
even though this may not be his intention at all. What 
students learn as a eonseouenoe of this experience is often 
more lasting than what they are merely told about.57 
Olson expanded on this idea as followss 
Although all profeseors have different procedural 
techniques, most represent the not very stimulating 
lecture-read~disouss-test model of teaching. No wonder 
so many beginning teachers seem to feel that this model 
is ~ model or good teaching •••• They emulate their 
own teachers and cannot be flexible if they have not 
encountered a variety of teaching models in a systematic 
way. Also, while undergraduates usually do not experience 
a planned variety of teaching models they often encounter 
the worst examples of the conventional one.58 
Willis does not seem as positive i.n his $tatement: "There is 
doubt that methods professors were prnctiei:ng on their own 
teaching the ideas they were praaohing to their students."59 
He does, however, go on to say, "The social studies methods 
professor could lecture about the uoe of audio~visual devices 
rather than demonstrating them and insisting upon penetrating 
questions."60 Sarason seems more confident on this point and 
states, "• •• teachers handle children in the learning process 
the same way that they were handled in the course of their 
professional tralning."61 Ryan includes the importance of 
past experience in his comments. 
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Although a preoise desoription of how teachers learn to 
teach is lacking, there appear to be at least four 
categories of resources whieh beginners draw on as they 
learn their profession. The four categories are sequential• 
first, our human tendencies to teach others1 second, the 
example o! former teaohersa third, formal education 
courses and student teachine• and, fourt~. the6~ctual experience of the first year in the classroom. 
Denemark believes, "Cooperative planning with students is an 
integral part of college teaohing."63 Schlegel also emphasizes 
the importance of having the students plan with the instructors. 
She lists four recommendations for this planning. 
Students should be involved in setting goals for 
themselves and should be given opportunity to participate 
in the selection of both the areas of content and the 
methods of study. A wide variety of methods and materials 
should be involved in the group planning with emphasis 
on the kinds of activities considered valuable for an 
elementary school. Provision should be made for students 
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to evaluate both individual and group progress toward 
cooperatively set goals. The entire staff of the Elementary 
Education Department should be involved in the development 
of a professional sequence of courses which would facilitate 
cooperative planning activities and provide for continuity 
in develo~~nt of skills in planning and evaluating 
learning;s. 
Koerner does not feel that textbooks in methods courses can 
be counted upon to contribute very much of value. "The usual 
textbook on methods ls a dreary and unimaginative collection 
of vague recommendations, anecdotes, and lists of skills and 
objectives."65 Iiemons in reporting his survey of 300 beginning 
teachers makes quite a point of the quality of teaching in 
methods courses. "The quality of teaching of professional 
education courses likewise came in for a considerable measure 
of criticism. riany of the interviewees apparently felt that 
their courses had reen taught by improperly prepared graduate 
students or by people who had been unsueeessful as teachers 
in the public schools."66 In Kaatz's study of instructors 
of elementary social studies methods courses, however, he found 
that the instructors were seemingly adec;_uately prApared :for 
their tasks. He reports that they "typically held the 
doctorate and professorial stntus"~7 and had exteneive teaching 
experience at the elementary level. In ~orrison•s study of 
methods eourses, he :found that the students felt the instructors 
were demonstrating "ineffective behaviors in: (a) bein~ 
eourteo~Js and symvathetio ·i;o students 1 (b) demo11stratin:~ 
evidenee of preparationo (c) makini9: meaningful aseignmentss 
(d) ;.rivinf!". adequate explanation for do1n.t: assignmentst (e) 
diS;.:?ussinfl". test results with student$• and (f) a.newering 
student's questions.•68 He reports that the students felt 
the instructors were demonstrating effective behaviors in the 
a~as of providing and using supplemental material•• showin~ 
relat1<m$hit>St interpretations and apl)lications. providing 
information about the course taught, providing for peer 
inst.ruction, demonstrating methods of teachin1c. and helpin~ 
stut;ents with educational problems. In Franc•• atudy of 
bee:inninl!t teachers, she found "Appraximately SO :per cent of 
all responses concerning the college pr~• as being 
inef~ective."69 and that 0 Tbree sourc•s of actual help 
mentioned meet frequently by teachers were administrator, 
collea~e, and self •••• •70 
Prograr.lmed instruction is one of the innovations being 
used in education today. Aeoording to ta Orone, wurhe 
pr.,speetive teacher ahould not only know th• basic concept.s 
o.f pro~mi~ but also should pro~ a limited amount cf 
inetructional material ln one of the content areas he ie 
~lann!n~ to teaoh.•71 Individualization of 1nati.-u:et1on is 
stressed in many schools today, along with pro~med 
in~truction.. friasoner wam• his readers to consider this. 
"If we au:ree that the et1t>hasia on learnirur, in elqen.taey and 
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,, ..... 
secondarJ schools and even in colleges and tmiversi ties should 
provide for individualization, then we must ask how effectively 
the preparation of teachers provides :r.or this emphasis."72 
"The Eew York State t!niversi ty <~ollege at T~rockport 
in 1965 published a study designed to analyze the problems 
of the first year teacher."7j In the responses the category 
designated as "methods" ranked first in order of importance. 
The specific problems found to be most important under this 
cate~ory included group discussion, homework, differences in 
the time students took to complete the lesson, relating the 
subject meaningfully to the children, reading problems, 
seatwork, general motivation, and differentiating instruction 
for different abilities. Brembeck categorized problems of 
the beginning teacher and found included among the twelve 
most often cited areas the followings (1) classroom 
organization, (2) techniques of instruction, (J) providing for 
individual differences, and {4) lesson planning. He emphasizes 
that two of the three most difficult problems reported by 
teachers were motivation of students and gaining professional 
competence, and continued to state that one ot the three 
principal reasons why new teachers feel teaching to be more 
difficult than they had expected was that it "required a 
great deal more know-how than they had anticipated."74 :rre 
concludes that new tea.oilers considered problems <iealing with 
classroom instruction the most important of all. In response 
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to a questionnaire of recent graduates, Hopkins found that 
most teachers felt "more skills related to actual teaching and 
media usage were needed"75 in their professional training. 
The teachers interviewed in the Kettering study "were in accord 
in their appraisal of the lack of exposure to technology in 
their training."76 Another study of recent graduates found 
sixty-two out of one hundred interviewed concerning their 
problems as beginning teachers listed "Operation of audio-
visual equipment ... ?? From Weddle's study of beginning teachers, 
she reports. "Graduates considered many of the instructors 
in the general studies courses ineffective in methods of 
teaching and particularly stressed the limited use of audio-
visual materials."78 She addst 
, • • the chief deficiencies of the professional education 
courses lay in the lack of opportunities for developing 
competencies in the following areas• the ability to 
understand the work of counselors and guidance workers• 
technology and methodology of teaching, with emphasis 
on the utilization of audio-visual materlals1 ability 
to interpret the school program to the publict and 
ability to use and interpret standardized tests.79 
Two other related issues not covered extensively in the 
literature, but which will probably be so in the near future 
are differentiated staffing and team teaching. Wisniewski 
tells his readers, "~pecting teachers to adjust to team 
teaching (especially to performing before one's colleagues), 
to accept new technologies, and to work with paraprofessionals, 
without intensive programs of in-service training, is 
unrealistic."80 Should this not also be included in the 
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curriculum of professional education programs? Bosley says, 
"Elementary school staffs will be~in to differentiate their 
roles as teachers, thus requiring personnel with different 
competencies in new and different areas of specialization. 
Special consideration of differential staffing seems essential 
in the schools of the future."81 Krumbein•s book mentions, 
"There was widespread agreement that courses in methods of 
teaching ought to be specialized for the particular area of 
teaching for which a candidate was prepa.ring.•82 
Verduin tells his readers, 
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The teacher educator and his students should give particular 
attention to these important features of using the 
taxonomy and other frameworks. Developing ideas of the 
early use of the taxonomy :ror ctirriculum building, for 
designating speeific behavioral outcomes, and for 
encouragin~ appropriate communication teehni~ues seems 
to be most important for the future teacher.a) 
Verduin quotes several other authorities giving helpful sug-
gestions. He quotes from B. Othanel Smith•s study of the 
logic of teaching, "• •• poor logical operation on the part 
of teachers in handling contents would indicate the necessity 
for courses in rnethods to examine the types of logical processes 
developed by him such as describing, stating, evaluating and 
explaining."84 He qunteg Hilda Taba's ideas on implications 
for the content of ed,_~cation courses. A teacher musta 
u (a) know the processes of -;:hinking, (h) possess a good knowledge 
of the students, and c~) k:now content to be taught. u8.5 On the 
impr.>rtanee of the use of the question, he cites Arno A. Bellaok. 
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who lists it as "a most important tool in the teaching prooess."86 
Mathieson explainsa 
Educational Methods and the content of the curriculum 
now change so rapidly that if a teacher plans to use 
the methods used in college for the rest of his 
professional life, he will be unable to meet the needs 
of today's- children for very long. As a result, 
inservice education assumes an increasingly important 
role.87 
The U. s. Office of Education elementary teacher education 
project, the largest planning activity undertaken in the 
history of teacher education in this country, suggests, 
"Teachers are to be evaluated at two critical points1 when 
they complete their pro~ams of study and after they enter the 
teaching profession."88 Gurrey lists, as the most important 
characteristic for students in teacher training institutions, 
"confidence."89 Stutzman, in his study concludes, "• •• there 
are no discernible patterns of professional preparation that 
are related to either most effective or least effective 
teaching. 0 90 He feels that the "relationship between teaching 
effectiveness and professional preparation, if it exists, is 
difficult to establish because of numerous intervening 
variables."91 He does sug~est that much more research needs 
to be done in this area. Perhaps this paper will make a 
contribution. 
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l're1ATERlA!.S AND METHODS 1JS1t0 IM THR STtJOY 
As noted in the previous two sections of this paper, 
there have been •ortua studies made of the probl•s of beginning 
teachers. and a few studies have been conducted concerning 
method.s ,;,ourses apec1f'ically. 'l'his writer attempted to enoonrpaas 
some ot the ideas used but to eliminate some of the weakneEu1Jes 
round. In this way, it was hoped that this etudy would provide 
soma much needed lnf'orma.tion and insights not found 1n other 
research. 
It ia this writer•a belief that the value of' teacher 
training can only be realistically assessed by studying the 
teachers as they work with students. It would seena, then, 
that af'ter teaohers have had a while to work with students 
and try out ideas, techniques. and methods, they would then 
be in a position to describe what proved worthwhile to ·chem 
and wl1ioh aspects of their trainin,~ were not effective in 
actual ope1"'ation. The question then became one ot time. What 
is a reasonable time to wait bet ore beginning the a.e11u·uJamertt 
pro<'u:tsa? It too much. ti.me ela:pses, the teacher• m,ight have 
difficulty rememberJn~ enouf:'h details. HowevtU'.'• enough tb1e 
must b• P,"iV'Aln to allow for ae many eontingene1e8 ae pose1b1e 
to be fao:ed. One teaehin.fr; :year seemed to me1&t the~e requirements 
'3fl 
best. !t 'me dee!.ded to eelect teachers for the study who 
had conrpl11tted one year of teachln'! and had returned to begin 
their second year. Another important consideration in this 
decision was related to slimina.ting some vttriablec: not 
directly related to the effectiveness of the instructional 
techniques and methods of the teachers. There are numerous 
personal reasons why a novice teacher is not successful during 
the first year. The most severe cases either are not asked 
to return to teaching or decide themselves that it is not the 
profession for them. These proble-rns need study, and, although 
there has been some research in this area, a great deal more 
needs to be done. ~his, however, is not the topic of this 
paper. 'I'h.e f'ocus is on the effectiven•ss of methods courses 
for instructional purposes. By surveying teachers who were 
successful enough to want to return to teaching a second year 
and were asked to return by the districts, it is believed 
that some of these other variables would be eliminated. This 
is not to say that more effective preparation might have 
enabled some of the teachers who did not return to do so. Thie 
possibility does exist. 
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The focus of the study was the basic areas o~ mathematics, 
social studies, langu.age arts, and science. These are the 
areas which a.re most often included in methods courses for 
classroom teachers of' elementary children. The approach of the 
kindergarten teacher differs in many respects from that of the 
rest of the elementary teachers. 739ginninP,: in sixth f:!"R.de, 
departmentalization is often :found in the organization of 
sehools. Speoial teachers in r-..rt, music, :physical education, 
mi.d others also 1..t2<J q•..:.i to dlff P.:cent arr.rroe-lchet~. 1:heir teacher 
training is usually quite different, also. To provide tor 
this, the study was limited to classroom teachers in grades 
one through five only. 
Teachers in large urban sehool districts have advantages 
as well as disadvantages which influence their success. 
Studies have been made o~ theser however, a great deal more 
research needs to be done. Some of the ideas or this research 
project could be used in. this 'ty!>e Of study. School districts 
in rural areas have their own particular problems. In order 
to do a study with a manageable number of individuals, some 
limitation needed to be made on the population used. It was 
felt that by selecting suburban school districts surroUi~ding 
a very large urban. area, results could be elicited which would 
reflect some of the inf'luenee of the urban area while at the 
same time also reflecting some of the influence of the 
surrounding rursl areas. i1he particular characteristics of 
suburban school districts would also be represented. Unless a 
sample from sufficient urban, suburban, and rural areas could 
be used, it appeared that suburban districts would be the most 
useful for &, overall picture. By selecting suburban districts 
completely surrounding the city of Chicago {forming a crescent 
around thn city whien i" l"cated o~~ take 1\'riehig3.n) a wide 
spectrum of socio-eeonomic characterieties would he included. 
This would be more representational of the total population 
of school distrio·ts t.i.1al1 wo·1.1ld that of just a.."1 urban area but 
would eliminate the variables introduced by the structure of a 
1arge urban district. By selecting th• 125 suburban dis·tricts 
closest to the city limits, the socio-economic range included 
Kenilworth with a median family income of $34,573 and ~ast 
Chicago Heights with a median family ineome of $8,169.1 All 
sizes ot school distric·ts would also be includ$d by selecting 
these subu:-ban districts. Distriet ;154 in ;;chaumburg had a 
student population of 12, .5.56 in 1972. District .?159 in rllatteson 
had a student population cf only ~08 in that same year.2 
Many of the studies of this type are limited to the 
graduates of one university. This is helpful to that university 
for self-evaluation, but has limitations on ita applicability. 
Even when the interviewees are selected from one school district, 
geographically more would probably have received their training 
in a few institutions. By selecting school districts from 
North Chicago to Lansing, Illinois, a distance of over sixty 
miles, a greater variety of preparatory institutions should be 
found. 
In mid-August the superintendents of the 125 districts 
were contacted, and permission was asked to have teachers in 
their districts cooperate. See first letter sent to 
sv:peri:ntendants in the Appendix. In this letter J.'$?T1'ission 
v-m.t1 as1ted ·to have t!ie names and school addresses i:n order to 
aend the question.nalres directly to the teachers. In tlii$ 
~", follow-up letters could also be sent. In m1d•September 
a seeorld letten .."' \ms 9'$nt to superintendents who had not 
replied to the first lotter. see second letter in the 
Apperldix. An alternate suggestion was includ•d• At thie tbfl® 
it "ms suggestad that the qnestlonnair.es could be sent to the 
office of the administrator who would then forward them to 
the individual teachers" thue e11minat~ the ncu,essi ty o:f' 
releasin~ names o.f t(!tttehera from distrlot tiles. A third 
and final letter waE! sent .in mid-October. -Thia letter was 
sent to coopera.t!n§l!: superintendents in an att.empt to inereas~ 
the response rate of teachers. See third letter in ·the 
Appendix" 
Starting in mid-.~eptEmtber. the quef.!ltionnaire and cove1"" 
letter were malled to teachers. As soon as add!tlona.l 
super1ntendt1lnts sent in their list ot" mmtef!J er number of' 
teachers they woultl contact,. the questi<>nnairea and letters 
we1"'@ mailed., •111e last ttJaohers were contacted in early 
Noyember, 19?2.. nee qussti°"nnaire and cover lettar in the 
Appendix. Follov1-up lettet-$ were B&nt beginning in early 
ne·tobor. For the teachers who reoGi ved their questionnaires 
th:i:'ough the distt•ict of'fice • the only follow up poeei ble was 
fro~ the superintendents when the third letter was mail•d to 
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them. There is no record of whether contact was made by the 
superintendents at this time or not. In some instances, a 
few replies were received following receipt of this letter by 
the superintendent, however. All questionnaires were sent with 
a self-addressed, stamped envelope in order that the teachers 
could mail the replies directly to the sender. 
Of the 125 districts contacted, seventy-seven replied. 
seven refused to cooperate. Nine had no teaehers in their 
district who qualified. Sixty-one districts agreed to 
cooperate. Twenty-one superintendents requested that the 
questionnaires be sent through the district otfioe. The rest 
were mailed directly to the teachers. Two of the superintendents 
included the names of the teachers so that the letters could be 
personalized, even though they had to be sent through the 
district office. Only two districts requested that the 
questionnaires be returned to the district office before being 
mailed to the sender. In one ot these two districts, some of 
the questionnaires were mailed directly to the sender regardless 
ot the request made to the teachers by their superintendent. 
Numerous letters indicating interest in the topic were included 
with the lists sent by the superintendents. Six districts 
requested copies of the final report of the survey. 
In order to determine whether the sixty•one cooperating 
districts were representative of the total population of 125, 
a Chi square was run. Size of the student population and 
socio-economic rating of the community were used as the 
variables. The districts were divided into three categories 
for each variable. Socio-eoonomie rating was determined by 
using the address of the district office and rating it 
according to the report published in the Chicago papers in 
the summer of 1972. See footnote listing on page forty-nine 
for page forty-one of this paper. The communities were listed 
in the upper socio-economic rank if they ranked between one 
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and thirty-two on the chart of 200 suburban communities surround-
ing Chioago, if 19.6 per cent to 58.1 per cent of the population 
in the community twenty-five years or older were college 
graduates, if 11.5 per cent to 62.1 per cent of the families had 
an income of t25,000 or more, and if the median family income 
of the community was from $15,055 to $34,573. The communities 
were listed as middle class, socio-economically, if they 
ranked between thirty-three and 148 in the newspaper list, 
if 4.4 per cent to )J.7 per cent of the population twenty-five 
years or older were oollege graduates, if 1.6 per oent to 
20.7 per cent of the families had an income or $25,000 or more, 
and if the median family income or the commwrlty was from 
$10,437 to $17,082. Others were listed as lower. They ranked 
from 149 to 200, had 0.9 per cent to 9.2 per cent of their 
Population twenty-five years or older as college graduates, 
had o.o per cent to 4.4 per cent of the population with incomes 
ot $25,000 or more, and had a median family income from 
$8,169 to $12,565. In ranking the districts in this manner, 
thirty-seven fell into the upper category, sixty-two fell into 
the micdle category, and twenty-six fell into the lower 
category. The districts were ranked according to size, using 
pupil population as of 1972 as the determining factor. See 
footnote on page forty-nine for page forty-one of this paper. 
Those schools with a pupil population between 308 and 969 
were designated as small districts. Those with a pupil 
population between 1,020 and J,980 were designated as middle 
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size districts, and thoee between 4,354 and 12,556 were designated 
as large districts. Twenty-three of the 125 districts were 
thus designated as small, eighty-two as middle sized, and 
twenty as large. In order to be statistically significantly 
different from the population, the sample of sixty-one districts 
would have to show a Chi square of 21.666 for an alpha equal 
to .01, or 16.919 for an alpha equal to .05, and 14.684 for 
.10. The Chi square calculated was 8.885 with nine degrees of 
freedom. The sample was accepted as being representational 
of the population. The probability of obtaining a Chi square 
of 8,885 using a goodness of fit instrument is between 
.70 (6.393) and .50 (8.J4J). See Table 1. 
A total of 440 questionnaires was sent. Of these 
269 teachers sent replies, and seventeen either sent notes 
or called explaining that they did not qualify either because 
they were not then in their second year of teaching or were 
TABLE 1 
CLASSIFICATION Ol? SCHOOL DIS•rRIC'l'S USED IN SURVEY ACCORDING TO 
SIZE OP STUDENT BODY AND SOCIOECONOMIC STATUS OF COMMUNITY 
Total Population 
Size of Student Body 
Soeioeconomio 
status Small Medium Large Total 
Low 5 17 4 26 
(4.o,~) (lJ.6") (3.2") (20.8") 
Middle 13 '.39 10 62 (l0.4%) (29.6%) (8.~) (48.0?') 
Upper 5 26 6 37 (4.o;C) c20.a,:) (4.8~) (29.61') 
Total 23 82 20 125 
(18.4~) (65.61') (16.°") 
-
Sample Population 
Size of Student Body 
Socioeconomic 
Status Small Medium large Total 
Low 1 10 
' 
14 (l.69') (16.4,C) (,S.05') (2J.O:C) 
Middle 10 14 5 29 (16.'4·") (2J.O'.;ll) (8.2") (47.6") 
Upper 2 12 4 18 
(3.3,i) (19.?") (6.6jC) (29.5") 
Total (2i~2") J6 12 61 (59.0") (19.7") 
special teachers. Although the letter to the superintendents 
stated the requirements for teachers to be contacted, numerous 
districts sent names of teachers who did not meet these 
requirements. Seventy-one teachers completed the 
questionnaires, but on examination it was found that they were 
not applicable because they were either not in their second 
year of teaching, were special teachers, or taught grades other 
than one through five. Four questionnaires were not eomplete 
enough to be useable, and one had the classitication removed 
so that it eould not be used. A total of 178 questionnaires 
were useable, and the survey is based on the replies of these 
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178 teachers. The rate of return for replies could be calculated 
on 269 replies out or 440 questionnaires sent to give a rate 
of 61.15 per cent. Another possible metnod to calculate the 
rate of returns would be to add the seventeen who explained 
that they did not meet the requirements to the seventy-one 
who completed the questionnaires but did not meet the requirements 
to give a total of eighty-eight. Eighty-eight of the 269 
replies is 32.7 per cent. It can reasonably be expected that 
of the 171 who did not reply, more than J2.7 per eent were 
not applicable. Many teachers who did not return them undoubtedly 
established by reading over the questionnaire that it did not 
apply to them, and discarded the questionnaires. One nundred 
forty-four is J2.7 per cent of 440. Five of 296 replies is 
1.9 per cent. It ean certainly be anti~ipated that 1.9 per 
cent of the 440 teachers would return questionnaires which 
would not be useable. Eight is 1.9 per cent of 440. Eight 
plus 144 is 152 leaving 288 expected useable and applicable 
returns from a total of 440 questionnaires sent. This is a 
return of 61.84 per cent. 
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1cbi~ag2 Iod~~. August 14, 1972, p. 14. 
279z1-22. Qire .. otory: 9.f.. Co..Q.k;. County Suburban Pu'bl~o 
Schgols Chicago• Educational Service Region•-Oook County 
fnfonnation Services). 
In this ch.apter some of the more important findings 
from the results of the questionnaires will be given with 
accompanying tables. Interpretation of these findings will be 
included in the following chapter. 
Of the 178 teachers who participated in the final 
survey, forty-nine had been first grade teachers during their 
first year of teaching, thirty-two had been second grade 
teachers, thirty-six had taught grade three, twenty-nine had 
taught grade four, and thirty-two had been fifth grade teachers. 
The mean age was 23.9, and the median age was twenty-three 
years. Eighty of the teachers were twenty-three at the time 
they completed the questionnaire. Twelve were over thirty 
years old, and two did not ~ive their ages. Fifteen of the 
teachers were male. 
Only three teaehere had completed the mastere degree 
pro~ as of the tall of their second year of teaching. All 
of the teachers reported having a B. A. or equivalent, and 
sixty-five different colleges and universities were listed, 
Although many or these eehools are located in the midwest, 
other states such as California and Florida were also 
represented. Sixty-two schools were listed by the teachers in 
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t.e,_ling wlrnre they took methods ecurses. See Table 2 Pnd 
Table 3 in the Appendix f'or lists of these schools. Sixty-eight 
teaehars took additional course '11ork after graduation. There 
seemed t() be considera'ble confusion on tho part of' ma."'ly 
teachers in classifying these courses. For example, 
indlvi.<lualized instruction was listed imder all three 
olas~ifications--"llethods," ''content," and .. other." Because 
of this, it seemed moet practioal to consider all three 
classifications as one for some purposes of this study. Of 
the one hundred courses listed, a possible thirteen were not 
specifically education courses. Two listings of psychology, 
one or Great Books, and three of art were listed under the 
classification of "other.• Two listings of math, one of 
science, and one of drama were listed under "content," and 
ecology, history, and photography and cinematography were 
lieted under "other." The coursaa mentioned most often under 
~11 three categories were psychology and related fields with 
fifteen listings, reading and remedial reading with thirteen 
listings, methods and teaching techniques with thirteen, 
learning disabilities with eleven listings, exceptional children 
with nine listings, individualized instruction with seven 
listings, and language arts and linguistics with five listings. 
See complete listings of these courses in Table 4 1n the 
Appendix. 
or the 178 teachers, 170 had received training in 
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methods of teaching ma.th, 169 had received tra.inin.~ in methods 
o! teaching language arts, 140 in methods o! teaching sooial 
~tudJ.es, and 149 in methods of teac:,,ing science. One hundred 
seventy-six tau,~ht lan,'.'plage arts their :f'irst year, seven 
~ithou~ a methods course in this area' 171 taught math, six 
w-ithout a math methods course; 170 taught scienoe, twenty-
se"ren without a soianca methods eourse' and 169 taught social 
etudies, thirty-six without a mathoda course :f'Gr social studies. 
c;ae Table 5. \fhan asked to select the area in which t.hey :felt 
they had received the best training in methods, seventy-nine 
selected language arts, fifty-five seleoted math, twenty-
three indioated science, and eig;hteen listed social studies. 
Fo,1r did not check an area. In responding to the question as 
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to which area they felt the methods courses were least affective, 
fi:f'ty selected language arts, fifty selected science, forty• 
three selected social studies, &.~d twenty-seven indicated math. 
Eight did not complete this question. See Table 6 for grade 
level breakdowns of these two questions. 
In response to the number of innovative practices in 
which either the teacher and/or the district were involved, 
individualized instruction was checked lit' 147 respondents, 
use ot behavioral objectives by 112, team teaching by seventy• 
.five, use o:f' paraprofessionals by sixty-eight, progranm1ed 
learning by fifty-seven, open classroom by fifty-five, 
aocountability by thirty-nine, performance oontraoting by 
TABLrt 5 
SUBJECT A.REAS TAUGHT DURING FIRST ?EAR 
era.de Lan~ ~~oc1al Arts '.';cienoe StueUes r~ath 
l 49 l,1.8 46 Ea.9 
(l} {;) (7) (1) 
--
-
?. ,2 31 30 32 (O) (3) (8) {l) 
3 :;6 15 )6 36 (1) (i~ \ .. I (10) (0) 
4 28 2$ 2,~ ~~J (0) (3) (:) <2 
5 30 2e ,0 21 (5) (8) (8) (2) 
Total 176 l?O 169 171 (?) (27) (36) (6) 
I • Ill • 1• ill . . .. . ....... '-~-~ I '"' ··~Jllll•"-~11 .....,, •• 
-
II .. 11111 ~-- Iii ll; Ii. UfllllWI II 
---· " 
(Numbers in r.;aron.theses hidieate the number of teachers who 
taustbt the ciaaa 'but had not rGeH.d.ved traini~ irl methods 
or teaehirw; that area,) · 
TABLE 6 














Areas in Which Teachers Pelt They Had Received 
The Most Effective Training in Methods 
language Social 
Arts Science Studies 
24 9 2 
16 4 2 
16 s 2 
10 5 2 
12 0 10 
78 2) 18 
Areas in Which Teachers Felt They Had Received 
the Least Effective Training in Methods 
17 1) 13 
8 8 9 
10 10 6 
7 12 8 
8 ? 7 















forty-three, and multi-unit schools by twenty-five. See Table 7 
for grade level breakdown. When asked to oheck the items in 
this list which they did not feel were sufficiently taught 
in their methods courses, seventy-nine oheoked the use of the 
open classroom, seventy-five checked individualized instruction, 
seventy-one cheeked performance contraoting, fifty-eight cheeked 
programmed learning, fifty-four checked multi-tmit elementary 
school, fifty-two checked team teaching, fifty-two checked 
accountability, forty-seven checked use of paraprofessionals, 
and thirty-seven cheeked behavioral objectives. See Table 8 
for grade level breakdown of this item. 
In response to the question concerning suggested 
changes in methods courses, 82.51 per cent of the teachers 
indicated that the inclusion of more specific details on how 
to actually present lessons would have helped them during 
their first year of teaching, Indicating that the inclusion 
in their methods courses of more information and/or training 
in the use of innovative techniques would have been helpful 
were 89.89 per cent. Stating that more observation of children 
in classrooms would have helped them were 69.67 per cent. It 
was the opinion of 91.01 per eent that they would have been 
helped by the inclusion of more opportunity to actually try out 
the methods with children while taking the methods courses. 
fhe need tor more content in their methods courses was indicated 
by ?0.22 per cent. See fable 9 tor details on these areas. 
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TABLE 7 
INNOVATIONS PARfl'ICIPATED IN BY TEACHERS AND/OR DISTRICTS 
Team Use of Para- Behavioral Individualized 
Grade Teaching :protessionals Objectives Instruction Accountability 
1 26 2 32 4J 7 
2 9 13 18 28 10 
J 13 15 24 27 10 
4 lJ 6 21 24 1 
5 14 12 17 25 5 




Perf ormanee Programmed Open Elementary 
G.rade Contracting Learning Classroom School 
l 7 16 18 10 
2 6 9 9 1 
3 9 14 11 7 
4 7 4 8 2 
5 14 14 9 5 
Total 4:; 57 55 25 
TABLE 8 
INNOVATIONS FOR WHICH TEACHERS FELT THEY HAD NOT RECEIVED SUFFICIENT TRAINING 
Team Use o:f Para- Behavioral Individualized 
Grade Teaching pro:f essionals O'bjeetives Instruction Accountability 
1 10 12 12 21 17 
2 14 9 7 14 9 
3 11 9 9 19 11 
4 7 5 J 11 7 
5 10 12 6 10 8 
Total 52 47 37 75 52 
TABLE 8--continued 
Nulti-unit 
Per.f ormance Programmed Open Elementary 
Grade Contraeting Learning Classroom School 
1 18 17 25 15 
2 lJ 7 14 10 
I 
J 15 12 14 11 
4 12 12 13 9 
5 13 10 13 9 









OPINIONS ON HOW SUGGES1'ED CHANCH~S lN METHODS COURSES 
WOULD HAV..~ APFECTi!;D THEIR gFFECTIVENESS 
Include r!!ore Specific Details on How to Actually Present Lessons 
Would Have Added 
Significantly to My Would Have Helped Would Not Havli!: 
Effectiveness As a Me Some During Helped f\1e During 
First Year Teacher My E"irst Year My Pirst Year 
13 (26.5~) 26 (5J.O%) 9 (18.4") 
13 (40.61') 12 (37.5") 6 (18.8~) 
13 (J6.l,C) 19 (52.8%) 4 (11.1%) 
9 (Jl.O") 16 (55.2~) 10 (10.J") 
11 (34.41') 15 (46.9%) 6 (18.8%) 
59 (JJ.1%) 88 (49.4%) 28 (15.7)C) 
TABLE 9--Continued 
Include More Information and/or Training in Innova:tive 1rech11iques 
Would Have Added 
Significantly to My Would Have Helped Would Not Have 
Effectiveness As a Me Some During Helped Me During 
Grade First Year Teacher My First Year lY!y First Year 
1 27 (55.1~) 19 (38.8%) 2 (4.1%) 
2 16 ( so.o~,, 14 (43.3%) 1 (.3.1%) 
3 22 (61.1%) 10 (27.87') 4 (11.1%) 
4 10 (34.5%) 14 {48.J1') J (lO.J%) 
-
5 15 (46.9%) 13 (40.61') 4 (12.5%) 
-
Total 90 <so.6~i) I 70 (J9.J~') 14 (7.9") 
TABLE! 9--Continued 
Include More Observation of Children in the Classrooms 
Would Have Added 
:a~ni£'icantly to My i¥ould Have Helped Would Not Have 
Effectiveness As a Me Some Du.ring Helped Me During 
Grade First Year Teacher My First Year My First Year 
1 21+ (49.0%) 16 (32.6~~} 9 (18.4%) 
2 13 (40.6%) 7 {21.9?') 11 (34.4%) 
J 9 (25.0~) 16 ( 44 .Lr;&) 11 (J0.6%) 
I~ 7 (24.1%) 1.3 (44.8%) 7 (24.1%) 
5 10 (Jl .2'%) 9 (28.1%} 12 (37 • .5%) 









Inelude More Opportunity to Actually Try Out the Methods with 
Children While Taking the Methods Ccurses 
Would Have Added 
Significantly to fviy would .Ha.ve Helped Would Not Have 
Ef~eetivenees As a Me Some During Helped Me During 
First Year Teacher My First Year My First Year 
36 (?J.5%) 12 (24.5%) l (2.0%) 
22 (68.8%) 6 (18.8:') 3 (9.4%) 
22 (61.1%) l 12 ()J.J") 2 (5.6%) 
21 (72.4%) 5 (17.2~) 2 (6.9:J') 
- -- - ---
21 (65.6~} 5 (15.6") 6 (18.8%) 
122 (68.5%) 40 (22.5%) 14 {7.9") 
TABLE 9--Continued 
Include More Content 
Would Have Added 
Significantly to My ~11ould Have Helped ~If ould Not Have 
J!:f'f eot.i veness As ~ Me Son:.e :Juring Ralpad Me Ouri:ng 
Grade ?irst Year Teacher My l''irst Year m~, l"'irst Year 
1 27 (55.1") 9 (18.4,C) 6 (12.27') 
2 14 (43.s,;) 7 (21.9-) 7 (21.97') 
3 15 (41.7~j 11 (30.~"' 3 (8.J") 
-
4 17 (;3.6%) 
' 
(10.3,;) 3 (10.J%) 
5 13 (J+O .6~) 9 (28.1%) ... '15 ,._., , ~ • Ujo) 
'fetal 86 (48.3%) 39 (21.9") 24 (13.5~) 
11fty teachers listed reading as the area in which they felt 
a need for more content, twenty-four listed language arts, 
twenty-thre$ listed seience, twenty-one listed social studies, 
fourteen listed math, a.nd six listed indivldualized instruction. 
See Table 10. 
When asked how effective they telt their first year of 
teaching had been in terms ot their methods of instruction, 
28.09 per eent replied that it had been more effective than 
they had hoped it would be; 55.06 per cent replied that it 
had been as effective as they had hoped it would be, and 
16,85 per oent indicated that thoir first year had been less 
effective than they had hoped it would be. See Table 11. 
Language arts was listed by 53.36 per cent of the teachers 
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as the a.rea. in which they :f'elt their methods had been most 
effective, 21.36 per cent listed math, 12.92 per cent listed 
science, and 12,J6 per cent checked eooial studies. See Table 12. 
In response to the question concerning the area in which they 
felt their m.Etthods had been least satisfactory, '.39. J) per cent 
listed science, 28.09 per cent indicated seoial studies, 
19.66 per cent cheoked language arts, and 12.92 per cent 
listed math. ;Jee 'l'ahle 13. The teachers were also asked to 
select thearea in which they found the most enjoyment in their 
teaching durinR their first year. Language arts was listed 
by 4J.82 per cunt, 25.28 per cent indicated math, 20.22 per 
cent selected social studies, and 10.68 per cent picked 










AREAS IN WHICH THE TEACHERS FELT THE NEED FOR 
MORE CONTENT IN METHODS COURSES 
Subject Area 
Language 
Reading Arts Science 
18 7 4 
9 4 5 
5 11 7 
10 1 4 
8 1 3 











Taught Subject .Area 
Individualized All Other 
Math Instruction Discipline Areas 
1 4 l 1 4 
2 2 2 1 1 
3 5 l 0 0 
4 1 1 0 4 
5 2 l 1 6 
Total 14 6 3 1.5 
TABLE 11 
TEACHERS' OPINIONS OF THE EFFECTIVENESS OF THEIR TEA.CHING DURING THEIR 
FIRST YEAR IN TERMS OF THEIR METHOOO OF INSTRUCTION 
More Effective Than As E:f:f'eetive As Less Effective Than 
They Had Hoped They Had Hoped They Had Hoped 
Grade They Would Be They Would Be They Would Be 
1 15 (J0.6%} 30 (61.21') 4 (8.2%) 
2 7 (21 •. 9%) 17 (5).1,0 8 {25.01') 
' 
15 (41.71') 15 {41.71') 6 (16.7") 
4 5 {17.2~} 17 (.58.6,C) 7 (24.l") 
5 8 (25.01') 19 (59·4") 5 (15.6%) 




AREAS IN WHICH TEAOHBRS FELT THEIR METHODS OF INSTRUCTION 
DURING THEIR FIRS'!' YEAR OF TF-A.OHING WERE MOST EFFECTIVE 
I.anguage Soeial 
Grad•t Arts Scienee Studies Math 
1 36 (7J.9,C) 4 {8.21') 2 {4.1,C) 7 (14.J,C) 
2 21 (65.6%) 5 (15.6~) 0 6 (l8.J%) 
3 14 (JB.9,C) 4 (11.l") 4 (11 .• 1,C) 14 (J8.91C) 
4 12 (41.4") 4 (lJ.8") 7 (24.,11') 6 (20.7%) 
5 12 (37.SJI) 6 (18,.8") 9 (28.3$) 5 (15.6,C) 
Tota. 95 (53.410 23 (12.~) 22 (12.4~) J8 (21,4:') 
-
TABLE lj 
AREAS IN WHICH TEACRERS FELT THEIR METHODS OF INSTRUCTION 
DURING THEIR FIRST YEAR OF TEACHING WERE LEAST EFFECTIVE 
Language Social 
Grade Arts Science Studies Math 
1 6 (12.29') 19 (J8.8") 14 (28,6,1:) io (20.4;C) 
2 7 (21.~) 10 (:31.21') 11 ()4.4") 4 (12.59') 
3 7 (19.4%} 1'7 (4?.2%) 8 (22.2") 4 (ll.1%) 
4 7 (24.1~) lJ (44 •. 8~) 7 (24.1%) 2 (6.9%) 
5 8 (25.0,C) 11 (j4.4") 10 ()1.21') 3 (9.41') 










AREAS WHICH TEACHEJtS ENJOYED TEACHING THE MOST 
DURING THEIR FIRST YEAR OF TEACHING 
language Social. 
Arts Science Studies Math 
29 (.59.2%) 7 (14.3") 5 (l0.21') 8 (16.J,&) 
20 (62.5%) j (9.4,&) 3 (9.4~) 6 (18.8%) 
14 ()8.9%) 
.3 (8.J") 10 (27.81') 9 (25.()1£) 
7 (24.1~) ' (10.3~) 7 (24.l,C) 12 (41..41') 
8 {25.~) J (9.4,;) 11 ()4.3,C) 10 ()l.2%) 
78 (43.8%) 19 (10.7%) jo (20.2") 45 (25.3") 
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Questions fifteen through thirty-four solicited opinions 
coneern.ing the effectiveness of sources of help and information 
in learning the methods used during their first year of 
teaching. Five choices were given from which the teachers 
could select. "Learning while trying out different approaches 
with your class during the year" ranked the most helpful of 
the five with )4.46 per cent. Next with 19.08 per cent was 
"Teachers and administrators at your present school." 
"Student teacher experiences" ranked third, with 18.J8 per 
cent, "College methods courses" with 14.96 per eent ranked 
fourth, and "Textbooks and teachers• guides" ranked last with 
13.46 per cent. See Table 15 for grade level breakdowns. 
Combining the scores for "most helpful" and "also helpful" 
the same rank order was noted, with "College methods courses" 
losing almost one per oent and "Student teaching experiences" 
gaining a little over one per cent. See Tables 16 and 17 
for these listings. Question thirty-four in the questionnaire 
asked teachers to indicate which of the five areas they 
considered to have been least helpful. One hundred seventy-four 
teachers responded to this question. "College methods courses" 
was listed by 48.22 per cents 25.86 per cent listed "Textbooks 
and teachers• guides," 17.24 per cent indicated "Teachers and 
administrators at your present school," 6.32 per cent indicated 
"Student teacher experiences," and 2.30 per cent felt that 
"Learning while trying out different approaches with your 
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TABLE 15 
SOURCES OF INFORMATION AMD HELP IN LEA.RUING THE METHODS USED DURING THE FIRST 









































~eaching of Social Studies 
10 








with Your Class 
































Teachers and Trying out 
Administrators Difterent Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers' 
Grade School Experience Courses During the Year Guides 
Teaching of Reading 
1 7 11 6 7 14 
2 2 5 6 11 8 
3 6 5 8 5 11 
4 
' 
8 5 6 J 
5 6 4 4 11 
Total 24 35 29 JJ 47 
Teaching of Composition 
1 2 6 3 21 J 
2 2 3 6 14 J 
3 2 g 4 17 6 4 4 1 14 l 
5 1 8 6 9 5 






































Teaching of Seience 
8 9 
J 7 
5 ~ 2 
J 6 
21 Jl 











with Your Class 































Teachers and Trying out 
Administrators Di:f"f erent Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers' 
Grade School Experience Courses During the Year Guides 
Teaching of Spelling 
1 3 11 0 15 12 
2 3 6 
' 
15 5 
3 3 4 4 10 15 4 6 g 2 10 5 1 l 10 11 
Total 16 32 11 52 53 
Teaching of English 
1 2 7 6 13 7 
2 1 4 5 12 9 
3 0 2 7 5 18 
4 2 6 6 10 j 
5 1 5 4 9 10 




Teaehers and Trying out 
Administrators Di.ff erent Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers• 
Grade School Experience Courses During the Year Guides 
Using Audiovisual Aids 
1 15 ~ 11 11 0 2 10 9 6 1 
3 11 6 16 1 l 
4 12 2 10 3 0 
5 9 6 12 2 0 
Total 57 29 58 23 2 
Evaluating Pupil Progress 
1 15 6 4 20 l 
2 8 8 3 12 0 
3 17 8 2 7 l 
4 12 4 5 6 0 
5 8 11 5 6 0 
























































with Your Class 

































Teachers and Trying out 
Administrators Di:f:f erent lfextbooks 
at Your Student College Approaches and 
Present Teaehing ?r-ethods w1 th Your Olas~ 'i'-eachers • 
Grade School Experience f!oUl"S&S During the Yea:P Guides 
Motivating Students 
1 7 ll 5 22 0 




2 7 l 22 1 s ? 11 0 
s 7 6 s 12 0 
Total 23 )8 20 86 l 
Lesson Planning 
l 5 16 12 10 J 
2 
' 
14 a 4 2 
4 4 14 11 4 2 2 8 7 1 3 
5 4 12 8 5 1 








































with Your Class 









































































with Your Glass 







Working with Children with Special Reading Problems 
16 7 7 11 
10 5 7 9 
12 5 4 12 
9 2 5 9 
9 '.3 5 8 



















Teachers and Trying out 
Administrators Diff ercnt Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your :;1ass Teachers' 
Grade School Experience Courses During the Year Guides 
Adapting Learning Activities to the Grade Level and Subject 
l 8 9 7 19 3 
2 J 4 7 15 3 
J 7 6 3 lJ 5 
4 3 4 1 16 3 
5 5 6 2 17 0 
Total 26 29 20 80 14 
Working with Students with Exceptionally Well Developed Skills and Abilities 
1 12 6 
2 5 J 
J 6 9 
4 9 2 
5 5 3 




























Working with Students Who Have Special Problems Such As Lower Ability, 
Emotional Problems, Cultural Deprivation,·etc. 
Learning While 
Teachers and Trying out 
Administrators Different Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers• 
School Experience Courses During the Year Guides 
21 3 4 16 l 
10 9 5 7 0 
11 10 2 11 0 
11 3 2 11 0 
11 4 3 12 0 
64 29 16 57 l 
597 575 468 1078 410 (19.19'} (18.4:') (15.09') (34.5%) (lJ.5%) 
, 
TABLE 16 
SOURCES OF INFORMATION AND HELP IN LEARNING THE METHODS USED DURING THE FIRST YEAR 























with Your Class 
During the Year 
Teaching of Arithmetic 
I 23 50 
Teaching of Social Studies 
16 49 
Teaching of Reading 
17 I 53 
Teaching of Composition 













Teachers and Trying out 
Administrators Dif'f'erent Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers• 
School Experience Courses During the Year Guides 
Teaching of Science 
25 29 I 23 45 J7 
Teaching of Handwriting 
24 23 I 12 61 I 28 ~: 
Teaching of Spelling 
23 32 15 I 50 J2 
Teaching of English 





Teachers and Trying out 
Administrators Different Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers' 
School Experience Courses During the Year Guides 
Using Audiovisual Aids 
37 44 25 39 5 
Evaluating Pupil Progress 
42 38 1 23 I 44 7 
Motivating Students 
28 55 2J I 50 I 10 
Lesson Planning 























with Your Class 
During the Year 
Individualizing Instruction 
28 26 48 
Class Group Discussions 
42 21 49 
Parent Conferences 
Jl 2J 58 
Working with Children with Special Reading Problems 











Teachers and Trying out 
Administrators Different Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers• 
School Experience Courses During the Year Guides 
Adapting Learning Activities to the Grade Level and Subject 
.32 35 14 45 33 
Working with Students with Exceptionally Well Developed Skills and Abilities 
43 25 I ~ 20 41 27 
Working with Students Who Have Special Problems Such As Lower Ability. 
Emotional Problems, Cultural Deprivation. ete. 
38 26 15 65 15 
Total for All Areas 




COMBINED TOTALS FOR SOURCES OF INFORMATION AND HELP IN LEARNING THE METHODS 
USED DURING THE FIRST YEAR OF TEACHING LISTED AS THE MOST HELPFUL 
AND AS ALSO HELPFUL BY BEGINNING TEACHERS 
Learning While 
Teachers and Trying out 
Administrators Di:f terent Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers' 
School Experience Courses During the Year Guides 
1208 1199 832 2019 838 
(19.8%) (19.6%) (lJ.8%) (33.11') (lJ.7%) 
class during the year" was the least helpful source of the five. 
see Table 18. 
The last page of the questionnaire was an assessment 
of the use of innovative techniques in the classrooms of 
beginning teachers and in the classrooms ot their methods 
teachers. During their first year of teaching, ninety-six 
teachers did not participate in team teaching, and only thirty-
nine did so more than just occasionally. Of this thirty-nine, 
forty-one per eent were first grade teachers. One hundred 
two teachers did no micro teaching. Although 104 teachers did 
not use sensitivity training at all, fifty-four reported 
using it either occasionally or often. One hundred thirty-
seven teachers used group discussions often, while only one 
did not use this technique. All but nineteen used behaviorally 
stated objectives in their teaching. One hundred twenty-eight 
teachers used audiovisual aids for classroom activities often, 
and forty-seven others used this technique occasionally. Seven 
teachers did not use individualised instruction in their 
teaehing 1 but eighty teachers used this method often. Ninety-
three teachers did not tape class activities, whereas seventeen 
used this method otten. Thirty-two teachers reported never 
lectu:::·ing to their classes, but f orty•nine indicated the use 
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of lectures often. All except three teachers used demonstrations 
at least occasionally in their classes, and only eleven did 
not have students give presentations at least occasionally. 
TABLE 18 
SOURCES OF INFORMATION AND HELP IN LEARNING THE METHODS USED DURING THE FIRST YEAR 
OF TEACHING LISTED AS LEAST HELPFUL BY BEGINNING TEACHERS 
Learning While 
Teachers and Trying out 
Administrators Different Textbooks 
at Your Student College Approaches and 
Present Teaching Methods with Your Class Teachers' 
Grade School Experience Courses During the Year Guides 
1 8 J 2) l lJ 
2 6 1 14 1 9 
3 3 4 18 1 9 
4 4 2 16 1 5 
5 9 l lJ 0 9 
JO 11 84 4 45 
Total (17.~) (6.J%) (48.2%) (2.J%} (25.9%) 
TWenty-nine teachers reported no use of simulation experiences, 
and thirteen did not check this item at all. One hundred 
thirty-four teachers had students participate in planning at 
least occasionally, but fifteen never did. All except 
seven teachers reported taking some field trips. Only twenty-
eight teachers reported using either teaching machines or 
programmed learning often in their classes, and eighty-five 
replied that they had never used either technique. All but 
sixty-four teachers reported using guest speakers as part of 
their programs. See Table 19 for complete details on these 
questions. 
Eighty-nine teachers reported that no team teaching 
had been used in their methods courses, and ninety-eight 
experienced no miero teaching. Ninety-eight reported no use 
of sensitivity training, but forty stated that it was used 
at least occasionally. All except thirteen replied that 
group discussions were used at least occasionally. Twenty-
92 
seven teachers reported no use of behaviorally stated objectives. 
Twenty-seven teachers reported the use of audiovisual aids to 
have occurred only once or never. One hundred three teachers 
did not experience any individualized instruction in their 
methods courses. Sixty-seven teachers replied that no taping 
was done in their classes. One hundred sixty-one teachers 
listed lectures by the instructor as a method used often in 
their methods classes. Ten teachers replied that no 
, 
TABLE 19 
USE OF TECHNIQUES IN CLASSROOMS OF BEGINNING TEACHERS 
Team Micro Sensitivity Group 
Grade Frequency Teaching Teaching Training Discussions 
1 Never 20 28 J2 0 
Once 4 3 3 1 
Occasionally 9 12 10 8 
Of ten 16 4 3 40 
2 Never 20 21 15 0 
Once 2 1 3 0 
Occasionally 5 7 10 4 
Often 
.5 1 4 28 
J Never 21 21 18 1 
Once 2 J 5 0 
Occasionally 5 6 10 5 
Often 8 J 3 JO 
TABLE 19--Continued 
Team Micro Sensitivity Group 
Grade Frequency Teaching Teaching Training Discussions 
4 Never 17 17 19 0 
Once 0 1 2 0 
Occasionally 8 7 6 7 
Of ten J 1 0 20 
5 Never 18 15 20 0 
Once 3 2 4 l 
Occasionally 4 11 1 11 
O.f ten 7 1 1 19 
Total Never 96 102 104 l 
Once 11 10 17 2 
Oeeasionally 31 53 43 35 




Behaviorally Audio Individ- Taping o:f 
Stated Visual ua1ized Classroom 
Grade Frequency Objectives Aids Instruction Activities 
1 Never 9 0 l 33 
Once J 1 0 6 
Occasionally 19 9 27 7 
Often 16 39 21 3 
2 Never J 0 1 14 
Once 1 0 1 5 
Occasionally 11 12 18 12 
0.f'ten 16 20 12 1 
J Never 4 0 1 17 
Once 2 0 2 4 
Occasionally 17 11 lJ 9 




Behaviorally Audio Individ- Taping of 
Stated Visual ualized Classroom 
Grade Frequency Objectives Aids Instruction Activities 
4 Never l 0 2 18 
Once 1 1 0 1 
Occasionally 16 9 14 6 
Of ten 10 18 12 3 
5 Never 2 0 2 11 
Once 1 0 0 3 
Occasionally 19 6 14 14 
Often 9 26 15 4 
Total Never 19 0 7 93 
Once 8 2 3 19 
Occasionally 82 47 86 48 
Often 61 128 79 17 
TABLE 19--Continued 
Lectures 
by Demonstrations Presentations Simulation 
Grade Frequency Teacher by Teacher by Students Experiences 
1 Never 11 0 1 5 
Once 1 1 1 5 
Occasionally 20 16 33 18 
Of'ten 14 .32 lJ lJ 
2 Never 6 0 2 9 
Once l 0 3 3 
Occasionally 17 15 10 12 
Of'ten 7 17 17 7 
J Never 4 0 1 7 
Once 2 1 2 J 
Occasionally 17 lJ 11 lJ 
Of ten lJ 22 22 11 
TABLE 19--Continued 
Lectures 
by Demonstrations Presentations Simulation 
Grade Frequency Teacher by Teacher by Students Experiences 
4 Never 4 0 1 6 
Once 2 0 0 2 
Occasionally 18 15 12 15 
Often 4 13 15 5 
5 Never 7 0 0 2 
Once l 1 0 1 
Occasionally 13 17 11 18 
Often 11 14 21 10 
Total Never 32 0 5 29 
Onee 7 3 6 14 
Occasionally 85 76 77 76 






Participation Learning Guest 
Grade Frequency in Planning Jt"'ield 1rrips Materials Speakers 
1 Never 5 1 19 21 
Once 7 14 4 12 
Occasionally 24 28 17 15 
Often 13 6 9 l 
2 Never 4 2 21 12 
Once 3 16 2 7 
Occasionally 17 11 6 11 
Of' ten 8 3 3 2 
3 Never 2 1 17 10 
Once 2 9 4 16 
Occasionally 20 19 9 8 




Grade Frequency in Planning Field 
4 Never J 0 
Once 3 4 
Occasionally 15 18 
Of'ten ? 6 
5 Never l 2 
Once 3 0 
Occasionally 17 23 
Of ten 11 7 
Total Never 15 6 
Once 18 43 
Occasionally 93 99 






































demonstrations were presented by their instructors. Ninety-one 
respondents listed presentations by students as a technique 
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used often. Thirty-nine had had no use of simulation experiences. 
Five did not check this item. Forty-six teachers reported 
that there had been no student participation in the planning 
of the me"thods classes, and another twenty•seven reported 
haviwr helped plan in only one instance. Sixty-eight reported 
no field trips. Ninety-three replied that there had been no use 
of teaching maohineG or programmed learning materials. Twenty• 
seven tea.chers replied that no guest speakers were used. See 
Table 20 for complete reports on this item. 
In comparing the area the teachers reported enjoying 
most in their teachin~ to the area in which they felt they 
had received the most effective training, it was .fotmd that 
seventy-nh;,:: out of 174 enjoyed teaching most the area in which 
they felt they hat received the most effective training in 
methods. Fifty-two of these seventy-nine were in the area of 
language arts. Ninety-five of the 174 enjoyed teaching most 
in an area other than the one indicated as the area in which 
they had received the most e:f"fective training. See Table 21. 
A Chi square test for independence was used to determine 
if there were a relationship between grade level taught and 
number of teachers taking courses during their first year of 
teaching. A Chi square of 3.53 was obtained which indicates 
that the null hypothesis of no significant relationship is 
TABLE 20 
USE OF TECHNIQUES USED BY INSTRUCTORS OF METHODS COURSES OF THE TEACHERS IN THIS SURVEY 
Team Micro Sensitivity Group 
Grade Frequency Teaching Teaching Training Discussions 
1 Never 25 )0 27 0 
Once 9 9 10 J 
Occasionally 11 6 10 1:3 
Often 3 1 2 JJ 
2 Never 19 16 18 1 
Once 5 7 5 l 
Occasionally 5 7 7 l 
Often 3 1 2 29 
J Never 20 20 22 0 
Once 3 4 6 J 
Occasionally 10 8 5 9 
Of ten J 4 2 24 
TABLE 20--Continued 
Team Micro Sensitivity Group 
Grade Frequency Teaching Teaching Training Discussions 
4 Never 14 15 15 1 
Once 4 6 9 1 
Occasionally 5 5 4 6 
Often 6 2 1 21 
5 Never 12 17 16 0 
Once 8 7 8 1 
Occasionally 9 5 6 9 
o:rten 2 0 1 21 
Total Never 90 98 98 2 
Once 29 33 38 9 
Occasionally 40 31 32 38 




Behaviorally Audio Individ- Taping 
Stated Visual ualized Classroom 
Grade Frequency Objectives Aids Instruction Activities 
l Never 9 0 27 22 
Once 5 5 8 lJ 
Occasionally 13 23 10 12 
Often 21 21 3 2 
2 Never 6 1 21 14 
Once 0 5 3 11 
Occasionally 9 16 5 4 
Often 17 8 3 3 
J Never 6 J 19 13 
Once 4 3 5 9 
Occasionally 17 13 5 11 






Stated Audio Individ- Taping 
Visual ualized Classroom 
Grade Frequency Objectives Aids Instruction Activities 
4 Never 4 J 18 11 
Once 1 0 5 10 
Occasionally 18 18 4 5 
Often 6 8 2 J 
5 Never 2 0 18 8 
Once 2 3 1 10 
Occasionally 14 17 10 10 
Of ten 13 11 2 2 
Total Never 27 ? 103 68 
On.ee 12 16 22 53 
Occasionally 71 87 J4 42 
Often 66 65 16 13 
TABLE 20--Continued 
Lectures 
by Demonstrations Presentations Simulation 
Grade Frequency Ins true tor by Instructor by Students Experiences 
1 Never 0 3 0 11 
Once 0 5 1 8 
Occasionally 4 15 17 22 
Often 45 27 Jl 6 
2 Never 0 3 1 9 
Once 0 2 0 4 
Oecasionally 0 14 16 10 
Often 32 13 15 9 
3 Never 0 3 0 12 
Once 1 2 l 0 
Occasionally 3 14 17 14 
Of ten 32 17 18 10 
TABLE 20--Continued 
Lectures 
by Demonstrations Presentations Simulation 
Grade Frequency Instructor by Instructor by Students Experiences 
4 Never 0 1 0 3 
Once 0 1 1 4 
Oee8.3ionally 4 10 13 16 
Of ten 24 16 14 5 
-
5 Never l 1 0 4 
Once 0 1 1 7 
Occasionally 2 13 17 11 
Of ten 28 16 13 8 
Total Never 1 10 1 39 
Once 1 11 4 23 
Occasionally 13 66 80 73 




Grade Frequency in Planning Field Trips 
1 Never 11 18 
Once 8 8 
Occasionally 20 16 
O:f'ten 10 7 
2 Never 8 11 
Once 4 9 
Occasionally 10 10 
Often 10 2 
3 Never 15 17 
Once 3 6 
Occasionally 13 11 








































in Planning Field Trips 
4 Never 5 12 
Once 4 4 
Occasionally 12 8 
Of ten 7 4 
5 Never 7 10 
Once 8 5 
Occasionally 11 13 
Often 5 3 
Total Hever 4() 68 
Once 27 32 
Occasionally // 00 58 





































COMPARISON BETWEEN AREAS TEACHERS FELT THEY RECEIV1~D THE MOST EFFECTIVE THAINING IN 
NETHODS AND AREAS THEY ENJOYED TEACHING MOST DURING THEIR FIRST YEAR OF TEACHING 
Area the Teachers 
hll.joyed Teaching 
Most During Their 
First Year of Area in Which Teachers Pelt They Received the Most 
Teaching Effective Training in Methods of Instruction 
Language Social 
Arts Science Studies Math Total 
Language Arts 52 7 0 18 77 
Science 5 4 3 7 19 
Social Studies 8 6 8 14 36 
Math 15 6 6 15 42 
Total 80 23 17 54 
accepted. The probability of obtaining a Chi square of J.53 
with four degrees of freedom is between .50 and .30. See 
Table 22. 
A Chi square test for independence was used to determine 
if there were a relationship between number of teachers who 
took courses during their first year of teaching and the 
opinions the teachers had of their effectiveness during their 
first year of teaching. A Chi square of 1.11 was obtained 
which indicated that the null hypothesis of no significant 
relationship is accepted. The probability of obtaining a 
Chi square of 1.11 with two degrees of freedom is between 
.70 and .so. See Table 2j. 
A Chi square test for independence was used to determine 
if there were a relationship between grade level taught and 
area of training felt to have been most effective. A Chi 
square of 26 • .:34 was obtained which indicates that the null 
hypothesis of no relationship is rejected. The probability 
of achieving a Chi square of 26.34 with twelve degrees of 
freedom is between .01 and .001. The areas with highest 
relationships were between fifth grade teachers and teachers 
who felt that the methods courses in social studies were most 
effective. Fifth grade teachers tended not to select science 
methods courses as having been most effective as often as did 
teachers at other grade levels. The third most significant 
deviation was fourth grade teachers who rejected language 
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TABLE 22 
CHI SQUARE TABLES FOR A NULL HYPOTHESIS OF NO RELATIONSHIP BETWEEN NUMBER OF TEACHERS 
TAKING COURSES DURING THEIR FIRST YEAR OF '!'EA.CHING A.ND GRADE LEVEL TAUGHT 
Observed 
Took 
Courses Grades Taught 
1 2 3 4 5 Total 
Yes 16 9 16 13 14 68 
No 33 23 20 16 18 110 
Expected 
Took 
Counses Grades Taught 
1 2 3 4 5 
Yes 18.7 12.2 13.a 11.1 12.2 
No 30.3 19.8 22.2 17.9 19.8 
TABLE 23 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN NUMBER OF TEACHERS WHO TOOK COURSES 
DURING THE!R FIRST YEAR OF TEACHING AND THEIR OPINIONS 
ON THEIR EFFECTIVENESS DURING THEIR FIRST YEAR 
Observed 
More Effective As Effective Less Effective 
Than They As They Than ~ey 
Had Hoped Had Hoped Had Hoped 
Took Courses They Would Be They Would Be They Would Be Total 
Yes 22 J6 10 68 
No 28 62 20 110 
Expected 
More Effective As Effective Less Effective 
Than They As They Than They 
Had Hoped Had Hoped Had Hoped 
Took Courses They Would Be They Would Be They Would Be Total 
Yes 19.1 J7.4 11.5 
,, ,.., 
,;) ,:,, 
No 30.9 60.6 18.5 ~ ., " ),J,U 
arts as the most effeotively taught area of methods. First 
~ade teachers did not select social studies as the most 
0 
effective area as often as was expected. See Table 24 for 
Chi square tables on these relationships. 
In order to determine whether a relationship existed 
between grade level taught during the first year and area of 
training felt to have been the most effective, a Chi square 
method was used. The probability of obtaining a Chi square 
of 9.24 with twelve degrees of freedom is between .70 and .50, 
thus the null hypothesis of no relationship was accepted. 
See Table 25 for Chi square tables. 
A Chi square test for independence was run to determine 
any significant relationship between grade level taught and 
opinions of teachers on what suggestions would have affected 
their methods courses. A Ohi square of 4.37 was obtained on 
the relationship between grade level taught and opinions on 
how including more specific details on how to actually present 
lessons would have affected their methods courses. The 
probability of obtaining a Chi square of 4.37 with eight 
degrees of freedom is between .90 and .so. The null hypothesis 
of no relationship is thus accepted. See Table 26. The null 
hypothesis of no:mlationship between grade level taught and 
opinions on how including more information and/or training 
in innovative techniques would have affected methods courses 
was also accepted with a Chi square of 7.83 with eight degrees 
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TABLE 24 
CHI SQUARE TABLES FOR THE RELATIONSHIP BE'fWEEN GRADE LEVEL TAUGHT AND AREA 
OF TRAINING FELT lfO HAVE BEEN MOST EFFECTIVE 
Observed 
Area of Training Grade Level Taught 
1 2 3 4 5 Total 
Language Arts 24 16 16 10 12 78 
Science 9 4 5 5 0 2) 
Social Studies 2 2 2 2 10 18 
Math 13 9 12 12 9 55 
TABLE 24--Continued 
Expected 
Area of Training Grade Level Taught 
1 2 J 4 5 
Language Arts 21.5 13.9 15.7 13.0 13.9 
Science 6.J 4.1 4.6 J.8 4.1 
Social Studies 5.0 J.2 J.6 3.0 J.2 
Math 15.2 9.8 11.l 9.2 9.8 
TABLE 25 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN GRADE LEVEL TAUGHT AND 
AREA OF TRAINING FELT TO BE LEAST EFFECTIVE 
Observed 
Area of 'l'ra.ining Grade Level Taught 
l 2 J 4 5 
Language Arts 17 8 10 7 8 
Science 13 8 10 12 7 
Social Studies 13 9 6 8 7 








Area 0£ Training Grade Level Taught 
l 2 3 4 5 
Language Arts 14.4 9.1 10.0 8.2 8.2 
Science 14.4 9.1 10.0 8.2 8.2 
Social Studies 12.4 7.8 8.6 7.1 7.1 
Math 7.8 4.9 5.4 4.4 4.4 
TABLE 26 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN GRADE LEVEL TAUGHT AND 
OPINION ON HOW THE INCLUSION OF MORE SPECIFIC DETAILS ON HOW TO 
ACTUALLY PRESENT LESSONS WOULD HAVE f1iAilt!; 
METHODS COURSES MORE EFFECTIVE 
Observed 
Opinion Grade Taught 
1 2 3 4 5 
Would Have Added 
Significantly To 
The Effectiveness 
of a First Year 
Teacher 13 13 13 9 11 
Would Have Helped 
a First Year 
Teacher 26 12 19 16 15 
Would Not Have 
Helped a First 







Would Have Added 
Significantly To 
the Effectiveness 
of a First Year 
Teacher 16.2 
Would Have Helped 
a First Year 
Teacher 24.1 
Would Not Have 
Helped a First 




















of freedom and a probability of obtaining this between .50 
and ,30, See Table 27. The null hypothesis of no relationship 
between grade level taught and opinions on how including more 
observation of ehildren in the classrooms would have affected 
methods courses is accepted with a Chi square of 12.25. The 
probability of obtaining this with ei~ht degrees of freedom 
is between ,20 and .10. See Table 28. The null hypothesis 
of no relationship between grade level taught and opinions on 
how including more opportunity to actually try out the methods 
with children while taking the methods courses would have 
affected their effectiveness was also accepted. The Chi 
square of 12.86 with eight degrees of freedom results in a 
probability of between .20 and .10. See Table 29. 
A Chi square test of independence was also run to 
determine a possible relationship between the number of 
innovations currently being utilized in the schools represented 
in the study and the soeio-economic level of the school 
community. A Chi square of lJ.37 with two de~rees of freedom 
was obtained. The probability of achieving this is between 
.01 and .001. Thus, the null hypothesis of no relationship 
is rejected. The area with the largest value was in the lower 
socio-economic districts. They tend to use fewer innovative 
techniques than would be expected. The middle soaio-eeonomic 
districts tend to use more innovative techniques than would be 
expected. The deviation of higher socio-economic districts 
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TABLE 27 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN GRADE LEVEL TAUGHT AND OPINION 
ON HOW THE INCLUSION OF MORE INFOID!~TION AND OR TRAINING IN INNOVATIVE 
TECHNIQUES WOULD HA V"B MADE l'Jf.ti:THOffi COURSES MORE EFFECTIVE 
Observed 
Opinion Grade Taught 
l 2 J 4 5 Total 
Would Have Added 
Signifieantly To 
the E:f'fectiveness 
of a First Year 
Teacher 27 16 22 10 15 90 
Would Have Helped 
a. First Year 
Teacher 19 14 10 14 13 70 
Would Not Have 
Helped a First 






Opinion. Grade Taught 
1 2 3 4 5 
Would Have Added 
Significantly To 
the Effectiveness 
of a First Year 
Teacher 24.8 16.o 18.6 13.9 16.6 
Would Have Helped 
a First Year 
Teacher 19.J 12.5 14.5 10.9 12.9 
Would Not Have 
Helped a First 
Year Teacher 3.9 2.5 2.9 2.2 2.6 
TABLE 28 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN GRADE LEVEL TAUGHT AND OPINION 
ON HOW THE INCLUSION OF MORE OBSERVATION OF CHILDREN IN THE CLASSROOMS 
WOULD HAVE MADE METHODS COURSES MORE EFFECTIVE 
Observed 
Opinion Grade Taught 
1 2 3 4 5 Total 
Would Have Added 
Significantly To 
tl- , Effectiveness 
o:r a F!.rst Year 
Teacher 24 13 9 7 10 6) 
Would Have Helpe~ 
a First Year 
Teacher 16 7 16 13 9 61 
Would Not Have 
Helped a First 
Year Teacher 9 11 11 7 12 50 
TABLE 28--Continued 
Expected 
Opinion Grade Taught 
l 2 3 4 5 
Would Have Added 
Significantly To 
the Effectiveness 
of a First Year 
Teacher 17.7 11.2 13.0 9.8 11.2 
Would Have Helped 
a First Year 
Teacher 17.2 10.9 12.6 9.5 l0.9 
Would Not Have 
Helped a First 
Year Teacher 14.1 8.9 10.J 7.8 8.9 
TABLE 29 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN GRADE LEVEL TAUGHT AND OPINION 
ON HOW THE INCLUSION OF MORE OPPORTUNITY TO ACTUALLY TRY OUT THE METHODS 
WITH CHILDREN WHILE TAKING THE METHODS COURSES WOULD HAVE 
MADE '1'HE COURSES JiORE EFFECTIVE 
Observed 
Opinion Grade Taught 
1 2 J 4 5 Total 
Would Have Added 
Significantly To 
the Effectiveness 
of a First Year 
Teacher 36 22 22 21 21 122 
Would Have Helped 
a First Year 
Teacher 12 6 12 5 5 40 
Would Not Have 
Helped a First 
Year Teacher 1 3 2 2 6 14 
TABLE 29-Continued 
Expected 
Opinion Grade Taught 
1 2 3 4 5 
Would Have Added 
Significantly To 
the Effeetivenest 
of a First Year 
Teacher ;4.o 21.5 25.0 19.4 22.2 
Would Have Helpec 
a First Year 
Teacher 11.1 7.0 B.2 6.4 7.3 
Would Not Have 
Helped a First 
Year Teacher 3.9 2.5 2.9 2.2 2.5 
r 
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was the least of the three. See Table 30 for Chi square charts. 
Chi square test for independence indicated that a null 
hypothesis of no relationship should be accepted between 
sooio•economic status of the school community and the opinions 
of the teachers as to the effectiveness of their methods of 
instruction during their first year of teaching. A Chi square 
of 1.08 with four degrees of freedom would be expected with 
a probability of between .90 and .so. See Table 31. 
Using a Chi square goodness of fit test to determine 
the relationship between teaching techniques used by teachers 
during their first year in the classroom and teaching techniques 
used by their instructors in methods courses, with sixty•four 
degrees of freedom, a Chi square of 140J.2 was obtainedc see 
Table 32. This is a significantly greater value than the value 
of 35.5 at .005 or even 37.5 at .01 using the nearest value 
with sixty degrees of freedom in a Chi square table. The 
probability of obtaining; a Chi square value of 140).2 with 
sixty degrees of freedom is greater than .999, thus the null 
hypothesis of no difference is certainly rejected. The area 
of greatest deviation between the teachers and their methods 
instructors was that of the use of the lecture. The teachers 
used this technique a great deal less than would have been 
expected if the null hypothesis of no difference had been 
accepted. The area of next greatest deviation was that of 
individualized instruction. According to the Chi square table 
TABLE JO 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN SOCIO-ECONOMIC 
STATUS OF THE SCHOOL COMMUNITY AND THE NUMBER 
OF INNOVATIVE TECHNIQUES USED 
Observed 
Socio-Economic 
Status Number of Teehniques Used 
o-4 5-9 Total 
Upper 20 11 31 
Middle 49 28 77 
Lower 62 8 70 
Expected 
Socio-Economic 
Status Number of Techniques Used 
o-4 5-9 
Upper 22.8 8.2 
Middle 56.7 20.3 
Lower 51.5 18.5 
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TABLE 31 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN SOCIO-ECONOMIC STATUS OF THE SCHOOL 
COMMUNITY AND THE OPINIONS OF THE TEACHERS ON THEIR EFFECTIVENESS 
DURING THEIR FIRST YEAR OF TEACHING 
Observed 
Socio-Economic 
Status Opinions of Teachers on Their Effectiveness 
More E:f:f'ective As Effective As Less Effective 
Than They Had They Had Hoped Than They Had 
Hoped They They Would Be Hoped They 
Would Be Would Be 
Upper 9 17 5 
Middle 22 45 11 
Lower 19 36 14 




Status Opinions ot Teachers on Their Effectiveness 
fiiore E:ffeetive As Effective As Less Effective 
Than They Had They Had Hoped Than They Had 
Hoped They They Would Be Hoped They 
Would Be Would Be 
Upper 8.7 17.l 5.2 
Middle 21.9 42.9 lJ.l 
Lower 19.4 3a.o 11.6 
~~~----- -- -
of expectancy, it would have been expected that a much larger 
per cent of the teachers would have indicated no use of 
individualized instruction in their classrooms. The next 
area noted is that of the use of the lecture again. More 
teachers reported using it occasionally than reported using 
it often. This undoubtedly is related to the fact that they 
did not indicate it as a technique often used, as was indicated 
previously. The area which had the fourth largest deviation 
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was that of individualized instruction again. Many more teachers 
used this method often than would have been expected. It 
would have been expected that many more teaehers would have 
indicated no use of field trips and less use of audiovisual 
aids as a technique used often in their classes. In the area 
of individualized instruction again, it would have been 
expected that fewer teachers would have cheeked the use of 
this technique as one used occasionally. It would have been 
expected that teachers check the use of guest speakers more 
often than they did as a method used occasionally. The use 
of field trips occasionally was cheeked more often than would 
have been expected by teachers, but the use of audiovisual 
aids on an occasional basis was not cheoked as often by teachers 
as would have been expected. The area with the eleventh 
greatest degree of deviation was that of no use of guest speakers. 
The teachers cheeked this more often than would have been 
expected. 
It is obvious from the previous results that there are 
r 
some distortions because of the four cate~ories used in the 
questionnaire. In order to obtain a more useful view of this 
item, a new table was established for the Chi square test. 
The categories of "never•• and "once" were combined, and the 
categories of "occasionally" and "often" were combined. Using 
the information for thirty degrees of freedom (a Chi square of 
769.8) the same results occuri however, it becomes obvious that 
many areas are really quite similar, and that a few areas are 
affecting the results considerably. Teachers are using 
individualized instruction a great deal more than did their 
instructors and are using lectures a great deal less. The 
teachers are taking many more field trips and are planning 
with their students considerably more than did their methods 
instructors. These eight cells contain 648.5 of the total 
Chi square value of 769.8. See Table 32. 
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TABLE 32 
CHI SQUARE TABLES FOR THE RELATIONSHIP BETWEEN TECHNIQUES USED BY TEACHERS IN THE SURVEY 
DURING THEIR FIRST YEAR IN THE CLASSROOM AND THE TECHNIQUES USED BY 
THEIR INSTRUCTORS IN THEIR METHODS COURSES 
Expected (Used by Instructors in Methods Courses) 
Frequency Team Micro Sensitivity Group 
Used Teaching Teaching Training Discussions 
Never 89 98 98 2 ( 50.9Y') (58.0%) (56.~) (1.1~} 
Once 29 33 37 9 (16.6%) (19.5") (21.1") (5.1%) 
Occasionally 40 JO )2 J8 
(22.9,C) (17.7~) (18.J%) (21.6%) 
O:f'ten 17 8 8 127 
(9.7~} (4.7%) {4.6") (72.2%) 
Total 175 169 175 176 
Never or 118 131 135 11 
Only Once (67.5~) (77.,5%) {77.1%) (6.2%) 
Occasionally 57 38 40 165 
or Often (32.61') (22.4%) (22.9%) (93.8%) 
TABLE 32--Continued 
Expected (Used by Instructors in Methods Courses) 
Audio and/or 
Video 
Behaviorally Audio Taping of 
Frequency Stated Visual Individualized Classroom 
Used Objectives Aids Instruction Activities 
Never 27 7 10.3 67 (15.41') (4.o,C) (.59.2?') (J8.J9') 
Once 12 16 21 53 (6.8%) (9.2") (12.1") (JO.J%) 
Occasionally 70 86 J4 42 (40.0%) (49.4%) (19.S~) (24.0%) 
Of ten 66 65 16 1.3 
(37.~) (J?.4%) (9.2%) (7.4%) 
Total 17.5 174 174 175 
Never or 39 23 124 120 
Only Onoe (22 •. 2%) (lJ.2%) (71.3%) (68.6,C) 
Occasionally 136 151 50 55 
or Often (77.7¢) (86.8%) (28.7%) (Jl.4%) I-' \,,.) 
\J\ 
TABLE 32--Continued 
Expected (Used by Instructors in Methods Courses) 
Frequency Lectures Demonstrations Presentations Simulation 
Used by Teacher by Teacher by Students Experlences 
Never 1 10 l 39 
(0.6~) (5.7%) (0.61') (22 • .51'} 
Once l 11 4 2) (0.6%) (6.2%) (2.3%) (1J.J%) 
Occasionally (7:4"} 66 80 73 (37.5%) (45.5%) (42.2%} 
Of ten 161 89 91 )8 (91.5%) (50.6%) (51.'1'0 (22.0") 
Total 176 176 176 17) 
Never or 2 21 5 62 
Only Once (1.2%) (11.~) (2.91') (35.8%) 
Occasionally 174 155 in 111 
or Often (98.99£) (88.1%) (97.2%) (64.2%) 
TABLE 32--Continued 
Expected (Used by Instructors in Methods Courses) 









































Observed (Used by Teachers During Their First Year of Teaching) 
Frequency Team Micro Sensitivity Group 
Used Teaching Teaching Training Discussions 
Never 96 102 104 l (54.2%) (61.81') (59.4%) (o.6") 
Once 11 10 17 2 (6.2%) (6.1%} (9.7%) (1.1%) 
Occasionally 31 43 43 35 (17.5%) (26.1%) {24.6%) (20.0%) 
Often 39 10 11 137 (22.0%) (6.1%) (6.J%) (78.J%} 
Total 177 165 17.5 175 
-
Never or 107 112 121 3 
Only Once (60.4%) (67.9%) (69.1%) (1.7%) 
Occasionally 70 .53 54 172 
or ot"ten (39.5%) (32.2%) (30.9%) (98.:3%) 
--~ 
TABLE 32--Continued 
Observed (Used by Teachers During Their First Year of Teaching) 
Audio and/or 
Video 
Behaviorally Audio Taping of 
Frequeney Stated Visual Individualized Classroom 
Used Objectives Aids Ins·truetion Activities 
Never 19 0 7 9J (11.2%) (0.0%) (4.01') {52.5;b) 
Once 8 2 J 19 (4.?%) (l.1%} (1. 71') (10.7%) 
Occasionally 82 47 86 48 (48.2%) (26.6%) (48.9%) (27 .1%) 
Of ten 61 128 80 17 (J5.9%) (?2.J%) (45.5%) (9.6%) 
Total 170 177 176 177 
Never or 27 2 10 112 
Only Once (15.9%) (1.1,S) (5.7%) (6J.2%) 
Occasionally 14J 175 166 65 
or Often (81+.1%) (98.9%} (94~4%) (36.7%) 
-· 
'£AHLE J2--Continued 
Observed {Used by Teachers During Their First Year of Teaching) 
Frequency Lectures Demonstrations Presentations Simulation 
Used by Teacher by Teacher by Students Experiences 
Never 32 0 5 29 (18.5%) (0.0%) (2.8%) (17.6%) 
Once 7 j 6 llf· (4.°") (1.?%) th4%) (8.5%) 
Occasionally 85 76 77 76 (49.1%) (42.~) (4J.8%) (46.1%) 
Often 49 98 88 46 (28.J%) (55.4%) (50.0%) (27.~) 
Total 173 177 176 165 
Never or 39 j 11 43 
Only Once (22.5~) (1.7%) (6.2%) (26.1%} 
Occasionally 134 174 165 122 




Observed {Used by Teachers During Their First Year of Teaching) 
·-
Teaching I f11achines and/or 
Student Programmed 
Frequency Participation Learning Guest 
Used in Planning Field Trips rJia terials Speakers 
Never 15 6 85 63 
(8.55') (J.~) (48.0%) (35.6%) 
Onee 18 43 13 58 (10.29') (24.)%) (?.J%) (32.8%) 
Occasionally 93 99 51 47 (52.5%) (55.9%) (28.8%) (26.6%) 
Often 51 29 28 9 (28.8%) (16.4%) (15.8%) (5.1%) 
Total 177 177 177 177 
Never or 33 49 98 121 
Only Once (18.7%) (27.?1') (55.J%) (68.4%) 
Occasionally 144 128 79 56 






A significant conclusion drawn from the results of this 
study is that research in this area is seen as a necessary 
and important one by many beginning teachers and administrators. 
Many administrators and beginning teachers expressed a sincere 
interest L, this topic as indicated by their participation 
in the study and also by the numerous letters of encouragement 
attached to the various items which were completed and returned 
hy them. Undoubtedly, many of the respondents felt the study 
worthwhile, or they would not have spent the time necessary to 
complete a rather extensive, four page questionnaire. The 
attached notes added emphasis to this interest and concern. 
In assessing the percentage of returns on other non-ooeroed 
questionnaires, it appears that a return rate of sixty-one 
per eent would also attest to the merit of the subject of 
this study. 
Another possible conclusion concerning the sample 
population generally is that males are either not prone to 
reply to questionnaires or are still not teaching in the 
elementary grades in any great numbers. Of the 178 teachers 
in the study, only fifteen were males, and six of these were 
in fifth grade. Three of the forty•nine first grade teachers 
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were male. 
There are numerous M. A. T. programs throughout the 
cou..~try -todays however, only three of the 178 teachers reported 
having completed the masters degree as or the fall of their 
second year of teaohing. There is no certainty that even 
these three were in an M. A. T. program. Conclusions concerning 
this issue are diffioult to make with such limited informations 
however, it can be stated that the M. A. T. programs did not 
attract 175 suburban elementary teachers either before or 
during their first year of teaching. 
The suburban school districts seem successful in 
attracting teachers from many different colleges and 
universities. This should enable them to have the advantage 
of many different approaches to education which eeuld then 
be shared with the faculties as well as being used with the 
students. Over thirty-eight per cent or the teachers returned 
to college either during their first year or during the summer 
follmving their first year of teaching. This is a much larger 
percentage of teachers taking college work than is usual when 
the entire faculty is polled. Here again, these teachers could 
possibly bring even more new ideas into the districts. 
Although 170 of the 178 teachers taught science the 
first year and 169 taught social studiee, only 149 of the 178 
had received training in methods of teaching science. and only 
140 of the 169 had received training in methods of teaching 
r 
social studies. Should the conclusion be that these two 
courses can be successfully taught without training? If so. 
why was it included in the training of the 149 and of the 140? 
If these methods courses are necessary. then should they not 
be required? Is it the feeling of some teacher training 
insti tutio:ns that these areas are not as impor·tant as are the 
areas of" language arts and math, and thus, ea.n be dealt with 
more optionally? Are school districts eoneidering these two 
areas as optional when they interview teachers? Are not these 
two areas becoming much more significant in this society 
today? No conclusions are here stated, except that the need 
for reappraisal is indicated. 
Individualized instruction appears to be the order of 
the day in education, and these school districts represented 
by these 178 teachers appear to be complying with this mandate. 
One hundred forty.seven cheoked this technique as being used 
in their districts. Seventy-five teachers. however, indicated 
that they did not feel they had been properly trained in this 
area. If many teaohers are to be employed in districts whare 
this technique is already used and in an area where it is 
listed as a priority goal for statewide education, and if over 
forty-two per cent of the teachel"'S indicate a wealmess in 
their training in this area, then it can be concluded that 
this area needs to be given more earef'ul consideration in a 
number of the teacher training institutions represented in 
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this study. Other areas which seem to need this consideration 
for similar reasons are team teaching and programmed learning. 
In responding to the area in the questionnaire concerning 
suggested changes in methods courses, this writer took the 
replies at face value. These teachers had just completed 
their first :;ear of teachin~ and were in a better position to 
evaluate their training using a day by day, hour by hour, 
appraisal system than were any of the other individuals who 
miP.ht also be involved in judging their effectiveness such 
as administrators or supervisors. This is not to deprecate 
the importance of these persons in teacher evaluationr however, 
the teachers were totally immersed 1n the situation after 
having just completed their training in many different schools 
in the immediate past. Their appraisal is invaluable for 
this purpose. This writer thus concludes that when over 
eighty-two per cent of the teachers indicated that the inclusion 
in their methods courses of more specific details on how to 
actually present lessons would have been helpful to them. then 
it must be a fact. The ninety per cent report that the 
inclusion in their methods courses of more information and/or 
training in the use of innovative techniques would have been 
helpful is also accepted as a valid conclusion as is the 
seventy per cent report that more observation of children in 
the classrooms would have been helpful. It is concluded from 
the ninety-one per eent response on the questionnaire that the 
r 
inclusion of more opportunity to actually try out the methods 
with children while taking the methods courses would have been 
helpful. Sinee there was some confusion on terms in the 
question concerning the desirability of including more content, 
valid conclusions are more difficult here, When fifty teachers 
replied that they felt more content in the area of language 
arts would have been helpful, perhaps this needs recognition 
as an area of investigation, however. 
over half of the teachers listed language arts as the 
subject they considered to have been most effectively taught 
by them during their first year, whereas, social studies was 
checked by only twelve per cent. In indicating the areas 
where they felt they had been least effective, thirty•nine 
per cent checked science, and only twenty per cent checked 
language arts. Using the information from the Chi square 
tables, it is noted that the number of fifth grade teachers 
who felt the science methods to be least effective was 
significantly higher than the number in the other grades. 
A possible conclusion would be that the content of the science 
curriculum at fifth grade is more difficult and demanding than 
at earlier grades. By sixth grade, departmentalization is 
often practiced. over forty-three per cent of the teachers 
stated that they had found the most enjoyment in teaching in 
the area of language arts, but only eleven per cent indicated 
science. To state categorically that the area of language 
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arts is more successful than science, and possibly social 
studies, cannot be validated by these reports. However, there 
certainly is evidence of a difference between the opinions 
of beginning teachers in these three areas. There is a 
possibility that it is inherent in the subject matter, in the 
responses of children to these areas, or in society's value 
of the importance of these areas in the education of elementary 
school children. Perhaps it should even be thus. 
It can be argued that there is a difference between 
what teachers believed was helpful to them and what actually 
was helpful. It can also be argued that these opinions might 
change after another year or more of experience in teaching. 
These arguments are probably less valid when applied to some 
aspects of the questionnaire than when applied to others. 
When nineteen per eent or the teachers stated that the teachers 
and administrators in their school districts were the most 
helpful source of information and help to them during their 
first year, this is probably more valid than other replies 
mi~ht be. A third of the teachers felt that actually trying 
out their ideas with the students was a greater source of help 
and information than any other listed. Although student 
teaching experiences are often listed as extremely helpful 
to teachers, these 178 listed this source as third. It might 
be concluded that either the suburban districts are more 
helpful to their new teachers than are those of either urban 
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or rural areas, or that student teaching experiences are not 
as helpful as is assumed by many writers in this field. College 
methods courses ranked fourth out of five choices. Textbooks 
and teachers• guides ranked fifth. When asked to indicate 
which of these f'ive areas was felt to be least helpful, college 
methods cout·ses received a forty•eight per cent response 
placing this choice quite definitely in fifth place followed 
by textbooks and teachers' guides with only twenty-six per cent. 
It can reasonably be concluded that college methods courses 
are not appreciated as being a valuable asset by many beginning 
teachers. 'Ihis writer would assume that teacher training 
institutions would conclude that something is amiss either 
in the content, applicability, or approaoh to college methods 
courses. A possible alternative conclusion might be that 
they are achieving all they can be reasonably expected to 
achieve, and that these other sources should and can contribute 
in proportion to what the responses in this survey indicated. 
If the reports of the teachers are accurate, then the 
teachers use a great many more innovative teohniques in their 
classrooms than were used by their instructors in methods 
courses. The old adage of "Do what I say, not what I do" 
seems applicable here. This writer concludes that instructors 
in methods courses need to give a great deal of thought to 
reorganizing their classes in order to give students more 
opportunities to see some of these techniques in operation. 
r 
Not only that, but if some of these techniques are as effective 
as the methods teachers say they are, why are they depriving 
their students of the benefits of this type of instruction? 
Few, if any. instructors tell their students that individualized 
instruction, team teaching, and use of student planning are 
useful only for elementary school children. However, eighty-
nine teachers reported no use of team teaching in their methods 
courses1 lOJ teachers reported no use of individualized 
instruction whatsoevers forty-six teachers reported no use 
of student pla.nningJ and twenty-seven teachers reported 
having been asked to help plan on only one occasion. Are 
six year old children to assist in planning their education, 
but then a.re these same people to be denied this after fifteen 
years of education? 
On the basis of the results of a Chi square test, it 
can be concluded that the sohool districts located in the 
lower socio-economic suburban communities in the study tended 
to use fewer innovative techniques than did those of middle 
or upper socio-economic communities. The districts in the 
middle socio-economic communities tended to use innovative 
techniques more often than did either of the other two groups. 
Why this is true would make an interesting study. In order 
to make valid conclusions as to this, research on the community, 
on the students, and on the entire faculty would be necessary. 
It can be concluded that, on the basis of this study, 
the opinions of beginning teachers on their effectiveness 
during their first year is not affected by the socio-economic 
status of the communities in which they teach. It would be 
interesting to interview them as to what their expectations 
had been bef o~e they were employed and also after they were 
assigned and if their assignmen·ta made a difference on their 
expectations .. 
A review of the results of the survey suggest many 
other possibld conclusions and indicate the need for further 




REC O!ILl\~ENDA TI ONS 
Upon completion of this study. the first recommendation 
is that teachers in urban school districts, in rural areas, 
and in suburban areas of other major cities be surveyed, also. 
Not only would this more completely validate the original 
study, but it would also offer opportunities for comparisons 
usable for teacher training institutions and for school 
districts. In conjunction with this suggested expansion of 
the use of the questionnaire, a similar questionnaire could 
be devised to sample the opinions of teachers not included 
in this study such as those in nursery schools, kindergartens, 
junior and senior high schools, and special teachers in areas 
such as art, music, and physical education. 
A second recommendation would be for teacher training 
institutions to use this questionnaire, or one designed to 
measure similar aspects of this area, with their recent 
Rraduates. The results could be used directly by the schools; 
and, if the same questionnaire were used, the results could 
also be compared with the results of the original study. 
School districts might also use this questionnaire, or one 
adapted to the particular situations in their districts to 
1.51 
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formulate a plan for helping new teachers. Subjects for 
orientation programs. workshops, institutes, and other in-
service offerings might be suggested by the results. Some 
aspects of the questionnaire might also be helpful in 
placement of teachers. A follow-up questionnaire could be 
useful to determine whether changes and reorganizations were 
effective. Follow-up surveys might also be useful in 
determining what changes were effective and what new changes 
were needed. 
It is recommended that all teacher training institutions 
make an effort to relate the importance of research to their 
students in order that surveys and other types of research 
can be successfully completed. The colleges and universities 
also have the responsibility for insisting that research 
sponsored by them has real value eo that when a teacher 
receives a request for cooperation, she will have some 
assurance that her efforts will be used for a valid purpose. 
Teachers should also be encouraged to do their own research 
in their districts as an evaluative technique. 
The suburban school districts appear to be recruiting 
teachers from many different eolle~es and universities. This 
practice should be continued in order to provide a varied 
approach to education in the districts. They are not, however, 
attracting males. If this is desirable, then both the school 
districts and the teacher training institutions need to do some 
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work in this area. 
It is recommended that the colleges and the school 
districts deterinine the basis on which beginning teachers 
choose the courses they take during their first year of 
teaching. Is it interest, felt need, or e.re the courses 
possibly requirements for advanced degrees? Are there other 
reasons? This information could be used by the oolleges to 
plan the curriculum and could be used by the school districts 
to plan in-service programs. This information might also 
be helpful in determining the degree of encouragement the 
school districts should give to the teachers who continue 
their formal education. If there is agreement that a five 
year program of teacher education is desirable, then it is 
r-:oing to have to be encouraged by all elementary school 
personnel. Are school districts willing to pay the additional 
salary that is usually given to teachers with advanced degrees, 
or are the financial situations of many districts encouraging 
them to hire new teachers with only bachelors degrees? Are 
more scholarships needed in order to assist students to enter 
a five year program rather than a four year one? Are school 
districts and education students convinced that a five year 
program is pref arable? 
It is recommended that school districts give serious 
consideration before asking beginning teachers to teach the 
four basic areas of elementary classroom learning without 
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training in methods in these areas. 
Considera'tion should be given to the finding of only 
eighteen teachers who felt they had received the most effective 
training in the area of soeial studies and of only twenty-two 
who felt they had been most effective in this area during 
their first year of teachin~. Also to be considered is the 
fact that only twenty-three felt they had received the most 
effective training in the area of science and felt they had 
been most effective in this area themselves. Further considera• 
tion should be given to the finding of forty-three who listed 
social studies as the least effective area of preparation 
in methods and of fifty who indicated science. Only nineteen 
teachers enjoyed teaching science the most, and only thirty-six 
selected social studies. It is therefore recommended that 
these two areas be given particular evaluation by methods 
instructors. 
Using the report of teachers as to the number of 
edueational innovations being used in the school districts 
today, it is recommended that all nine innovative practices 
(team teaching, use of para.pr:.: . '·:~ssionals, behavioral objectives, 
individualized instruction, aeoount~:1:;;ili ty, performance 
contracting. programmed learning, open classroom, and multi-
uni t elementary school) be included in the curriculum. for 
training teac::1ers. Those areas indicated by the teachers as 
ones in whioh they :f'elt a real need tor more training should 
r 
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be given special consideration. Over a third of' the respondents 
indicated this need in the areas of individualized instruction, 
lJer:f'ormance eo1Ttraoting, and the open classroom. All nine 
;::i.reas were cheoked by at leas·t one fifth of the teachers. 
In the past, when there was an admitted shortage of 
teachers, methods courses ware offered in the summer and at 
,3vening schools in order to y,>repare more people and to 
prepare people who could not or woul~ not go to these classes 
during the times when children were in their classes. Many of 
the suggestions regarding improvement of methods ooursea can 
hardly be put into practice •ni thout access to regular classrooms 
~f children. To say that there is an oversupply of teachers 
today ia debatable; in fact, there are many more teachers 
available than are finding positions. Careful consideration 
o-r the neeessity :for offering methods oourses at times when 
alementary schools are not in session is recommended. over 
sixty-nine per cent of the teachers in this survey indicated 
that more obser-v·ation of children in classrooms would hai.re 
helped them. and over ninety per cent stated that it would 
have been helpful to actually try out methods with children 
while taking methods courses. One third of the teachers 
stated that the most helpful source of information in learning 
methods was in trying them with their classes. A more structured 
working relationship between teacher training institutions 
and school districts would be necessary in many instances. 
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Not only do the school districts need to o:ffer their cooperation. 
but they also need to be willing to train their teachers 1n 
techniques of working with students who are preparing to 
enter the teaching profession. 
A detailed analysis of the responsas to the questions 
regarding the most helpful source of information in methods 
of instruction for beginning teachers is recommended. A few 
exarrtples of how this could he useful will be described,. 
Although the totals indicate that oollege methods courses 
are not as useful as are four other sources, (other teachers 
and administrators, student teaching experiences, textbooks 
and teachers' guides, and learning while teaching the first 
year} and tha:t trying out different approaches with the children 
is the mcst helpful, there are some deviations from this which 
are noteworthy. Although ninety-nine teachers selected the 
method of trying out the technique with their classes as 
being most helpful in group discussions, only twenty-three 
indicated this !or using audiovisual aids, only thirty for 
lesson planning, and only thirty-three for teaching of reading. 
The three areas in which the school distriots se&med most 
helpful were in evaluating pupil progress with sixty replies, 
parent conferences with seventy-six, and working with students 
with special problems with sixty-four replies~ However. in 
three other areas the school districts did not seem very 
helpful. Only eleven teachers selected the districts as being 
r 
most helpful in teaching composition, only six in teaehing 
English, and only eight in class group discussions. Student 
teaching experiences seemed to be most helpful in leseon 
planning and least helpful in the teaching of arithmetic. 
Only one teacher selected teachers• guideP and textbooks as 
most helpfiv.1 in motivating students a.nd only one in helping 
students with special problems; however. i'ifty•six selected 
this source of help for the teaching of science. The most 
serious consideration is the fact that forty•ei.ght per cent 
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of the respondents listed college methods courses as the least 
helpful of the five so~·ces. It is this writer's opinion that 
this need not be the case. Thus, a recommendation for immediate 
evaluation and reorganization by schools of education is made. 
It is recommended that school districts also give some 
attention to the details of the reports of use of techniques 
in the classrooms of beginning teaehers. Are there areas 
where beginnitig teachers should be encouraged to experiment? 
Are thei"e areas where beginning teachers are experimentit"..g 
without adequate training? If this report represents what is 
deemed desirable in a particular school district• then should 
the district not determine whether it, in actuality, is a 
true sample of its beginning teachers? Are the nineteen 
teachers who never used behaviorally stated objectives known 
and accepted in their districts? Are the seven. who used no 
individualized instruction? Are the seventy-one who did use 
sensitivity training? 
A further recommendation is made to the teacher 
training institutions to undertake a similar review of the 
details in this section. For example, is it a possibility 
that the nineteen teachers mentioned were not trained in using 
behaviorally stated objectives or that the seven received 
insuffic»nt instruction in the use of individualized education 
and felt unqualified to try it? Gan these institutions give 
adequate instx-uction in the use of sensitivity training as a 
technique to be used with small children? If they cannot, 
should the institutions encourage their students to use it? 
Perhaps one of the strongest recommendations that this 
writer makes is in the area of the use of techniques by 
instructors of methods courses. It appears that it is in 
this area that methods courses are most vulnerable to attack 
from their critics. It is almost impossible to find a current 
book on methods of teaching which does not axtcll the virtue• 
of indiv-idualized instruction. but lOJ teachers. a substantial 
majority of respondents. in this survey report that this 
technique was never used in their methods courses.. Few 
techniques are more dramatic and useful in eeU•evaluation 
than is the technique of taping student activities. but 
sixty-eight teacners, well over one•third of the teachers, 
reported no use of this technique by their instructors in their 
methods courses. ~he number of school districts using 
l.58 
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programmed learning materials is increasing rapidly, yet 
ninety-three teachers reported no use of these materials. 
Twenty-seven teachers reported ·that no guest speakers were 
used, and ninety reported no team teaohing. It is recommended 
that the examination of techniques used by instruetors in 
methods courses be given top priority in plans for reorganising 
the currioulum for sohools of education. 
r 
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FIRST +i§TTM l'..Q SUPEJyNT;ENilENT§ 
539 Bast Briar lane 
Lake Forest, Illinois 60045 
August 17, 1972 
Dear Superintendents 
During the past four years, I have spent a great deal 
of time studying the problems of the first year teacher. I 
am now completing my work in the doctoral program at Loyola 
University and am in the process of writing my dissertation 
on this subject, and I need your help. As part of rtt_y 
dissertation I plan to administer a questionnaire to teachers 
who completed their first year as a certified classroom 
teacher in June. 1972, and who have been asked to return to 
teach for the sohool year 1972-73. This questionnaire will 
survey their opinions as to the e:tf'eotiveness of methods 
courses in the areas of language arts, science, social studies 
and arithmetic. 
It would be greatly appreciated if you would permit me to 
survey your second year teaohers as of this tall who were 
regular classroom teachers in grades one through five last 
year. This would entail a list of such names from your district 
in order tor me to mail the questionnaires directly to them at 
their school addresses. Neither names of individuals nor 
schools will be used in the report of the survey. 
Please feel .free to telephone me at home during the 
month of August at 295•2707 or at the Marie Murphy' Junior High 
School after September 6 at 251•)617 to ask any questions you 
might have. Also, feel free to contact my advisor at Loyola 
University, Dr. Ernest Proulx, Professor ot Education, at 
WH 4-0800 to be assured that the names will be used only for 
purposes of mailing the questionnaires. 
I do appreciate any cooperation you might be able to 
give me in this, and trust that the results of my work will 
prove beneficial to teachers. teacher training institutions, 
and most of all to the students of beginning teachers in the 
future. 
Yours truly 1 
Mary Anne Fowler 
Encl. 
SEOQNR LETTER lQ SUPJm.INTEND!N'..t§ 
Dear Superintendents 
539 East Briar lane 
I.eke Forest. Illinois 60045 
September 11, 1972 
I know this is an extremely busy time of the year for 
sohool administrators. Because of this, I thought it might 
be possible that my letter of August 17 was accidentally 
overlooked in the rush of activities at the start of the 
school year. It concerned a survey o:f second year teachers 
which I plan to give later this month. 
Two alternative plans to my original suggestion have 
been made by responding superintendents. One superintendent 
gave me the appropriate number of questionnaires he would 
need for his district and stated that he would prefer to 
distribute them through his office instead of sending me a 
list o:f names. Two other superintendents sent lists of 
names but also asked that I send the questionnaires to 
their office for distribution. I am, of course, very happy 
to oomJ')ly with both suggestions., 
My idea of securing a list of names in order to mail 
the questionnaires directly to the teachers was to avoid 
infringing upon the time of busy administrators any more than 
necessary. 
Thank you for any consideration you may be able to 
~ive to my request. My home telephone number is 295-2707, 
and my school number is AL 1-3617. 
Yours truly, 
P!Iary Anne Fowler 
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FINAL ;LET~ SENT IQ XHOSE SUPERINTENDENTS !!IQ ~Tl!BUTED ~ g ~TioNNAIBES THBoua.H tifl!a 12ISTB1cx o ~e~ 
Dear Superintendents 
539 East Briar Lane 
Lake Forest, Illinois 
October 14, 1972 
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Thank you again for your cooperation with my survey of 
your second year teachers regarding their opinions on the 
effectiveness of methods eourses in helping beginning teachers. 
Of the ____ questionnaires sent to your teaehers through your 
office, ___ have been returned as of this writing. 
In soma instances, teachers of special subjeots and junior high school or kindergarten teachers were given these 
questionnaires by mistake. If any of your teachers ask you 
about this. would you please sugg~st that they either call 
me to remove their names from my list or else simply return 
the questionnaires marked "Not Applicable" at the top. 
In the event that any of your teachers have inadvertently 
misplaced their questionnaires, I will be happy to send a 
duplicate if they will call me in the evenings at 295•2707. 
Thank you again. I am pleased to report over 200 
replies at this time. 
Yours truly, 
Mary Anne Fowler 
J;&TTER 1.Q !~.QHSB.§. ENCLOSED WITH .a_UESTIQNNAIRE§ 
539 East Briar Lane 
Doar Teacher• 
Lake Forest, lllin.ois 60045 
September 17, 1972 
You are in a unique position to contribute to the 
improvement of teacher education. You have completed your 
first year of teaching end are now beginning your second 
year. Your superintendent has given me permission to a~k 
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your cooperation in completing the enclosed questionnaire 
concerning your experiences during your first year of teaching. 
I have enclosed a stamped self•addressed envelope so that 
you may mail it directly to me. 
As you will note, many of the questions concern your 
opinion on the effectiveness of mathods courses in helping 
beginning teachers develop methods of instruction during 
their first year. It is my hope that the results of this 
study will be used not only by Loyola University, where I 
am at present working on my doctorate, but also by many 
teacher training institutions.. New teachers• evaluations 
of the programs are absolutely essential for planning 
effective changes in the curriculum in sehools of' education 
everywhere. 
Thank you very muoh tor any consideration you can give 
to my request for your opinions. Neither your name nor 
the name of your school district will be used in the report 
of this survey. Yeu may eall me any evening if' you have 
questions. My home phone nlm!ber is 295•2707. 
Yours truly, 





l. Grade taught last year (1971-72) _ Your age _ Circle one ~ 
2. School from which you received your B.A. or equivalent _____ 
..._~~----~..._ ___ your M.A. or equivalent ~~~~-------
~. College or University- at which you took your methods courses 
for elementary education __________________ _... ____________ __ 
4. Please check all of' the areas for which you reoeived 
training in methodst 
__ :ranguage Arts ~Science __ social Studies __ Math 
.). Please check all of the areas in which you taught during 
your first year of teaching• 
__ language Arts __ 3o!ance __ social Studies ___ Math 
6. During your first year of teaching, including thie summer (1972) were you enrolled in any college oourses? __ If yes, 
please indicate in whioh of the following the oourse(s) was1 
_ i~1ethods (What area? ) 
__ Content (What subject area? } 
_ Other (Please expiain. ) 
GEN"i;RAL IMPRESSION:J CONCERNING J;'JETHODS COURSES• 
7. Please check the area in which you feel you reoeived the 
best 'training in your methods courses. 
__ Language Arts __ Science __ social Studies ....)l!ath 
8. Please check the area in which you feel you received the 
least effective training in your methods courses. 
~Language Arts __ Science __.~ooial Studies __ Math 
9. During your .first year of teaching, please check all of the 
following in which you and/or your school district were 
involvedt 
__ team teaching __performance ecntraoting 
__ use of paraprofessionals __programned learning 
_behavioral objectives _open classroom 
__ individualized instruction __multi-unit elementary school 
_accountabllity 
Please underline the ones above which you do not feel 
were sufficiently taught in your methods courses. 
10. Please indicate how yeu feel the following changes would 
have affected your methods courses, using numbers 
l to '.'3 to rate. 
1 - Would have added significantly to my effectiveness 
as a first year teacher. 
2 - Would have helped me some during my first year. 
3 - Would not have helped me during my first year. 
_Include more specific details on how "to actually 
present lessons. 
Include more info!'mation and/or training in innovative 
-teclmiques. 
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~Include more observation of children in the classrooms. 
~Include more opportunity to actually try out the methods 
with children while taking ~he methods courses. 
__ Include more content, especially in the area of -------• 
YOUR METHODS OP INSTRUCTION DURING ?OUR FIRST YEAR OF TEACHING• 
11. How would you now rate your first year of teaching in 
terms of l:.QJ!t. methods of instruotion? Please check one. 
_More effective than I had hoped it would be. 
__ As effective as I had hoped it would be, 
__ Less effective than I had hoped it would be. 
12. Pl.ease oheok the area in whieh you feel ~ methods of 
instruction during your first year of teaching were the 
m.Qll effeqtive. 
__ Language Arts __ science __ social Studies __Ma.th 
lJ. Please check the area in which you were 19ast 11ti•:ted 
with ~ methods of instruction. 
__ Language Arts __ science __social Studies __.Math 
14. In which area did you enjoy teaching the mf111? 
_Language Arts _Science _social Studies _Math 
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For questions 15•') please indicate wh1eh were the l:!9. Dlla1 
il'l)l?ortan;t sources of intormation and help for you in learnlng 
the methods you used during your first year of teaching. Please 
select trom the five choices listed. 
1 - Teachers and administrators at your present school 
2 • Student teaching experiences 
3 - Oolle~e methods courses 
4 - Learning while trying out different approaches with 
your class during the year 







15. Teaching of arithmetic 
16. Teaching of social studies 
17. Teaching of reading 
18. Teaching of composition 
19. Teaching of seienee 
20. Teaching of handwriting 
21. Teaching of spelling 
22. Teaching of English 
23. Using audiovisual aids 
24. Evaluating pupil progress 
2.S. Motivating students 
26. Lesson planning 
27. Individualizing instruction 
28. Class group discuesians 
29., Parent conferences 
30. Working with children with special reading 
problems 
31. Adapting learning activities to the grade 
level and subject 
J2. Working with students with exceptionally 
well developed skills and abilities 
,3. Working with students who have special 
problems such as lower ability, emotional 
problems, cultural deprivation, ete. 
34. Which one of the ~ive sources of information listed above 
do you feel waa generally least helpful to you? 
--------------
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)5. During your first year of teaching, indicate the use of the 
following techniques in your classroom by circling the 
number which most closely desor1bes ~ use ot the 
techniques. Please use this rating • 
O • never 1 - once 2 • occasionally 3 • often 
O l 2 3 team teaching O 1 2 3 lectures by you 
O l 2 J micro teaching O l 2 3 demonstrations by you 
O l 2 J sensitivity O l 2 3 presentations by 
training students 
o l 2 j group discussions 
o 1 2 3 behaviorally 
stated objectives 
O 1 2 3 audio visual aids 
O l 2 j individualized 
instruction 
o 1 2 3 audio and/or 
video taping of 
classroom 
activities 
0 l 2 
0 1 2 
0 1 2 
0 l 2 
0 1 2 
J simulation experiences 
3 student ~tieipation 
in plann .. 
:3 field trips 
3 teaching machines and/or 
programmed learning 
materials 
3 guest speakers 
SPECIFIC TECHNIQUES USED IN METHODS COURSES• 
)6. Generally speaking, in your methods coursee in college. 
indicate the use of the following techniques by the 
instructors in teaching the courses by circling the 
number which most closely describes the situation most 
of the time. 
0 - never l • once 2 - occasionally 3 • often 
O 1 2 3 team taaohing O 1 2 ) leotures by instructor 
O 1 2 3 micro teaching O 1 2 3 demenstrations by 
0 1 2 J sensitivi-C·y t:cainir1g instructor 
o 1 2 J ~oup discussions 0 l 2 J presentations by 
students O l 2 3 behaviorally 
stated objectives 
0 l 2 3 audio visual aids 
0 1 2 3 individualized 
inst!"uotion 
ai,laio and{or 
vi eo tap ng of 
0 1 2 J 
classroom 
activities 
o 1 2 3 simulation experiences 








3 field tripe 
3 teaching machines and/or 
programmed learning 
3 guest speakers 
Dear Teacher• 
FOLLOW-UP r,,;ETTER !Q TEACHERS 
539 East Briar Lane 
Lake Forest, Illinois 60045 
October 6, 1972 
I am just now getting organized for the new school year, 
so I can oertainly appreciate how busy you are. If you recall, 
I $ent you a questionnaire a few weeks ago concerning your 
opinions on the effectiveness of methods courses for beginning 
teachers. Have you had time to give it any consideration? 
I have discovered that some of the superintendents 
misunderstood my request and gave me names of teachers who 
teach in special areas, in junior high school, and in 
kindergarten. If this were true in your case, you could 
probably tell that the questionnaire did not apply to you. 
In that case, would you be kind enou~h to either return the 
questio1maire marked "Not Applicable" or call ma any evening 
at 29.S-2707 so that I can remove your name from my list? 
If you have inadvertently misplaced your questionnaire, 
I will be happy to mail another if you will call me. 
'11ha.nk you for any cooperation you might be able to give 
to my request. I have been very pleased with the notes from 
interviewees telling me of their interest in my topic. 
Yours truly, 
Niary Anne Fowler 
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TABLE 2 
COLLEGES _i\ND UNIV'&RS!TIES FROM WHICH TEACHERS 
RECEIVED UNDERGRADUATE DEGREES 
Alverno College 







California gtate Polytechnic 
Carthage College 
Central State of Ohio 
Chicago State University 
Collage of St. Francis 




Eastern Illinois University 
Edgewood College 
Edinboro ~tate Collo~e 
Elmhurst College 
George Peabody College 
Hanover College 
Hope College -· 
Hunter College 
Indiana State University 
Indiana University 
Illinois State University 






Ttillikili. Uni"'~ersi ty 
Mississippi State College 
Monmouth College 
Mt. Mary College 
rv!l.ll"'l.de le in 
National College 
North Park College 
Northeastern 
North Dakota State 
Northern Illinois University 







Southern Illinois Univeraity 
St. Joseph's College 
St. :tavier 
Trinity College 
University of Dayton 
University of Illinois 
University of Illinois - c. c. 
University of Iowa 
Univere!ty of Michigan 
Univer$lty of South Florida 
University of Wisconsin 
Western Illinois University 
Wheaton College 
Whitewater Stat• University 
Listed ae Entered on Responses 
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TABLE 3 
COLLEGES AND UNIVERSITIES FROM WHICH TEACHERS 
RECEIVED '!'RAINING IN METHODS 
.A.lverno Collav:e 
Angelo State University 






California State Polytechnic 
Cartha~e Colles:e 
Chicago State University 
ColleP-:e of St. Francis 
Concordia Colle~e 
Concordia Teachers College 
Drake 
Eastern Illinois Univ~rsitv 
Ed.gewood College · 
Edinboro State Colle~e 
Elmhurst Colle~e 
Geor~e Peabody Colle~e 
Hanover College 
Hunter Coller:e 
Hope College ·· 
Illinois State University 







Mississippi State Colle~e 
Monmouth College 
Mo"t.mt Mercy Colle~e 
Mt. Mary College 
Mundelein 
National College 
North Park Colle~e 
Northeastern · 
Northern Illinois University 
Northern Michigan University 
Northwestern. Qakland University 
Ohio State 




Southern Illinois University 
St. Joseph's College 
St. Xavier 
Trinity Colle~e 
University of Dayton 
University of Illinois 
University of Illinois - c. c. 
University of Iowa 
University of Michigan 
University of South Florida 
University of Wisconsin 
Western Illinois University 
Wheaton College 
Whitewater State University 
























COLLEGE COURSES TAKEN BY TEACHERS DURING THEIR 
FIRST YEAR OF TEA.CHING 
Subject Area - Edu9ati9n 
Psychology, guidance, group dynamics, behavior 
modification 
Readin~ and remedial reading 
Methods and teaching teehniques 
Learning disabilities 
Education of exceptional children 
Individualized instruction 
Language arts and linguistics 
Research, tests, measurement, statistics 
Outdoor education 
Administration and supervision 
Student teaching 
Social foundations of education 
Other Subject Areas (Assumed not to be methods 
courses because they were listed under "Content" 








Photography and cinemato~raphy 
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